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ABSTRACT 
The purpose of this study was to describe the emotional intelligence levels of adolescents within 
an urban school in Gauteng. The theories used to underpin this study included the Theory of 
Planned Behaviour, The Barlett and Gentile Cyberbullying model and the Theory of Symbolic 
Violence. Findings in literature have suggested that Cyberbullying may have dire consequences 
for victims of this phenomenon. These include various forms of depression and in some cases, it 
has been linked to self-harm and suicide. The researcher was interested to see if emotional 
intelligence may potentially play a role in cyberbullying behaviour, considering that emotional 
intelligence guides individuals’ actions and behaviours. In light of this the researcher 
hypothesised that there will be a difference in emotional intelligence levels of cyberbullying 
perpetrators, bystanders and victims. A Kruskal-Wallis statistical test was employed and it was 
found that there was no significant difference. A number of other interesting observations did 
however come to light. Participants were asked a number of questions relating to cyberbullying 
behaviour. Participants were further asked to indicate whether they self-identify as a victim, 
bystander or perpetrator of cyberbullying. Participants were allowed to choose more than one. 
This was to determine their individualistic experiences of cyberbullying as a phenomenon. 
Interestingly only fifteen participants admittedly identified as cyberbullying perpetrators and the 
remainder of participants identified as a victim, bystander or both. However, four questions to 
cyberbullying pertaining directly to cyberbullying perpetration highlighted that a number of 
victims and/or bystanders misrecognised their own perpetrating behaviour, as approximately 
between 23%-36% of self-identified victims and/or bystanders responded yes to the perpetrator 
questions. These findings highlighted that cyberbullying perpetration appears to take place 
without awareness and thus individuals cannot exercise emotional intelligence when perpetrating 
within the virtual world. Through these findings the researcher proposed a possible framework 
which stems from the theory of planned behaviour, the Barlett and Gentile cyberbullying model 
and the theory of symbolic violence integrated with emotional intelligence to better understand 
cyberbullying as a phenomenon. Although the framework is proposed based on this study, further 
research is needed, and larger comparative studies are vital to determine if the notions proposed 
within the framework may assist in better understanding the multi-complex cyberbullying 
phenomenon.  
Key words: Cyberbullying, Emotional Intelligence, Adolescents, Symbolic Violence, Cyber 
trolling, ICT’s 
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CHAPTER 1: RATIONALE 
1.1 Introduction and Background of the Study 
The use of information and communication technologies (ICT’s) has drastically increased over 
the last two decades (Wachs, Jiskrova, Vazsonyi, Wolf, & Junger, 2017). The use of social 
networking platforms such as Facebook, Twitter and similarly, communication tools such as 
WhatsApp and Telegram forms a major part of our social biosphere (Wachs et al., 2017); 
especially amongst adolescents (Tustin, Zulu, & Basson, 2014). It is safe to say that the youth 
are becoming a cyber generation.  
ICT usage may have its advantages; however, consideration should be given to the adverse 
effects it may have on individuals as well as how we can support the youth in managing the 
stressors that come with it. The researcher is of the view that emotional intelligence plays a major 
role in the way in which the youth use and manage ICT’s. Emotional intelligence designates the 
way in which they relate to others and how others relate to them as individuals (Ghanawat, Muke, 
Chaudhury, & Kiran, 2016). Assistance in understanding and regulating feelings in relation to 
others, may provide South African youth with the necessary skills to use and protect themselves 
from violent acts such as bullying when using ICT platforms. Bullying has been a long-standing 
concern (Diale, 2017), however over the last few decades a new form of bullying has been 
revealed through the form of digital devices, namely, cyberbullying.  
1.2  Problem Statement 
Traditionally bullying was identified by behaviours from children, such as pulling a chair away 
just as someone was about to sit down (Diale, 2017). In some instances, almost always amongst 
adults, bullying was seen as ‘just a part of growing up’, or a practical joke, as some might say. 
However, traditional bullying evolved over the years. In the 21st century bullying has become 
more aggressive and violent. Violence as defined by the Word Health Organisation is “the 
intentional use of physical force or power, threatened or actual, against oneself, another person, 
or against a group or community, which either results in or has a high likelihood of resulting in 
injury, death, psychological harm, maldevelopment or deprivation” (World Health Organisation, 
2014). Bullying now involves pushing, hitting, threats, name calling, teasing, and social 
exclusion to name a few. Bullying as a form of violence and its impact amongst adolescents in 
South Africa, (Diale, 2017; Tustin et al., 2014) as in many other countries (Canty, Stubbe, Steers, 
& Collings, 2016; Diale, 2017) has been a long-standing concern in social science studies for 
many decades. 
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In the latest report released by the South African Police Service (SAPS) (2017) which tracked 
crime from April – December 2016, the SAPS reported that 960 000 serious crimes were reported 
within the period. This means that around 148 crimes are being committed hourly in South 
Africa. Based on the statistics released in the report, robbery with aggravating circumstances 
increased with 6.1% in comparison with the same period for the previous year. The three sub 
categories for aggravated robbery also referred to as TRIO crimes, indicated that carjackings 
increased with 14.9%, robbery at a residential premise increased with 5.3% and robbery at a non-
residential premise, increased with 6.5% in comparison with the previous year (SAPS, 2017). 
Interestingly in the category of sexual offences, rape cases reported decreased by 6.5%, 2092 
less cases were reported in comparison with the previous year (SAPS, 2017). More interestingly, 
attempted sexual offences decreased drastically by 18% (SAPS, 2017). Although not directly 
reported, bullying as a form of violence is embedded in these crime stats. Based on our 
alarmingly high crime rates, we should consider how living and growing up in a country such as 
South Africa with frighteningly high crime and violence rates, may or may not affect our youth’s 
behaviour. 
Information and communication technologies have led to bullying not only occurring in its 
traditional form but also evolving into a digital and virtual world (Tomczyk, 2017). Due to this 
evolvement, while traditional bullying amongst adolescents occurs during and after school hours, 
virtual bullying occurs 24 hours a day, irrespective of where the individual is. A substantial body 
of research on traditional forms of bullying has been produced by researchers (Hill, Mellick, 
Temple, & Sharp, 2017). Findings in research suggest that bullying has adverse effects for 
adolescents. These adverse effects may include psychosomatic symptoms such as headaches or 
poor appetite (Scott, Dale, Russell, & Wolke, 2016). Victims of bullying and cyberbullying have 
also been found to be more likely to develop psychiatric disorders which mostly include 
depression (Ortega, Elipe, Mora-Merchan, Calmeastra, & Vega, 2009; Olenik-Shemesh, 
Heiman, & Edin, 2012), self-harm (Garisch & Wilson, 2015; Jantzer, Haffner, Parzer, Resch, & 
Kaess, 2015) and or suicidal behaviour (Bauman, Toomey, & Walker, 2013; Hinduja & Patchin, 
2010).  
The latest report found regarding social media platform usage as a form of ICT’s amongst 
teenagers was by World Wide Works, in which they reported that the age group 13 – 18 years 
are amongst the highest users of Facebook with approximately 2.5 million users. According to 
World Wide works the number of Instagram users increased with 65% over the past year (World 
Wide Works, 2017). In the Cyber Security Awareness and Education Research report released 
by the University of South Africa, it was found that 98% of adolescent learners reported having 
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access to the internet through their mobile phones (Kritzinger, 2015). The data was collected 
through a web-based survey and included 503 respondents which consisted of high school 
learners across all racial groups in all nine South African provinces (Kritzinger, 2015). The 
findings from the report highlighted that 41% of their respondents indicated that they spend more 
than three hours a day on the internet. Respondents indicated that 96% used their mobile phones 
mainly to access the internet and for using social networking platforms (Kritzinger, 2015).  
Considering the drastic user increase amongst adolescents on various ICT platforms, such as 
Facebook, twitter and IMO, it can be argued that cyberbullying has become easier to accomplish 
and progressively more problematic to monitor amongst adolescents. Their current social 
biosphere may directly or indirectly influence their behaviour, feelings and emotions. 
1.3 Rationale  
Emotional development starts from infancy. It begins with the parents providing for a child’s 
needs (Ghanawat et al., 2016).  According to the Contingency and Social-Biofeedback Model 
(as cited in Ghanawat et al., 2016) delicate, contingent caregiver communication, in which a 
parent carefully reflects characteristics of the infant’s dispersed emotional behaviour, assists the 
infant to model and construct emotional expressions that are similar to those of adults.  
From the works of Bandura (1999), we can argue that children learn to observe and then model 
others. Perhaps the infant started to cry because it’s the closest “behaviour” they can act out, to 
model the behaviour of the parent. Perhaps the infant observed the frustrating response from the 
parent yet based on their limitations on being able to respond to the parent to “tell” them what is 
wrong, the infant starts crying out of frustration because of the lack of effective communication. 
Thus, the frustration (emotion) is what drove the behaviour (crying). Consideration should be 
given that through observation and modelling the parent may influence the child indirectly 
(Ghanawat et al., 2016). Meaning that based on the parents’ emotional responses and their 
competencies, children may learn that responding with a certain behaviour to a specific situation 
in a negative unhealthy way is socially acceptable.  
The different types of interactions with family, peers and others within the children’s 
environment all contribute in developing their emotional intelligence (Ghanawat et al., 2016). If 
children develop a high level of emotional intelligence from a young age, they can use their 
emotions effectively, which enables them to control their instinctive reactions towards certain 
situations (Elias & Parker, 2008). Their ability to effectively use their emotions allows them to 
communicate their emotional state to family, peers and other people from their environment with 
ease. In turn, they have the potential to develop healthy relationships with others (Payton et al., 
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2000). Piaget’s theory of cognitive development elucidates that cognitive development in 
children takes place through what they already know and what they discover (Berk, 2012). Thus, 
it is a process which occurs due to natural development through interaction within respective 
environments. It is this emotional functioning in learners that affects them in all areas of their 
learning. 
Emotional functioning in learners affects all areas of development and learning. If their 
emotional functioning is low their concentration levels will decrease and they may have 
difficulty developing on a cognitive level especially with those who experience cyberbullying. 
It is against this background that the researcher wants to investigate the emotional intelligence 
levels of adolescents who experience cyberbullying at school. 
1.4 Research Questions 
The research question is the fundamental principle of a research study and essentially guides 
the research study (Babbie, 2013).   
1.4.1 Main Research Question 
What are the emotional intelligence levels of learners who self-identify as perpetrators, 
victims or bystanders of cyberbullying?  
1.4.2 Aims and objectives 
The aim of this study is: To investigate the emotional intelligence levels of learners who 
self-identify as perpetrators, victims or bystanders of cyberbullying. 
 
In this research, the hypothesis in respect of emotional intelligence levels of learners who self-
identify as perpetrators, victims or bystanders of cyberbullying would read as follows: 
a) There is a statistically significant difference in the emotional intelligence levels of 
cyberbullying perpetrators and cyberbullying bystanders.  
H0: EILCyberPerp = EILCyberByS 
H1: EILCyberPerp ≠ EILCyberByS 
b) There is a statistically significant difference in cyberbullying involvement of girls and 
boys.  
H0: GirlsCyberB = BoysCyberB 
H1: GirsCyberB ≠ BoysCyberB  
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1.5 CONCEPT CLARIFICATION 
1.5.1 Emotional Intelligence  
To date, three major theoretical approaches have guided empirical research on emotional 
intelligence. The first is The EI Ability Based Model by Mayer & Salovey (1997). The second 
is Bar-On’s Emotional-Social Intelligence model developed by Reuven Bar-On (Psychometrics 
Canada, 2011).  The third model is Goleman’s model of EI; a model of competencies focused on 
the workplace (Daniel Goleman, 1995). Each of which proposed a workable definition for 
Emotional Intelligence. However, for the purpose of this study the following definition will be 
used: Emotional intelligence designates the way in which individuals relate to others and how 
others relates to them as individuals (Ghanawat et al., 2016). 
1.5.2 Adolescents 
According to the American Psychological Association there is currently no standard definition 
for adolescents (Cantwell, 2002). Various definitions have been proposed, from defining 
adolescence in terms of age (Cantwell, 2002), and some in terms of development (Griffiths, 
Johnson, Cameron, Pettifor, & Norris, 2013).  
For the purpose of this study adolescents can be understood as: a transitional stage of physical, 
psychological, sociocultural and cognitive development (DiClemente, Hansen, & Ponton, 1996)  
that occurs between the puberty and legal adulthood, between the ages of 13 – 18 years 
(Cantwell, 2002).   
1.5.3 Urban School  
An urban area can be defined as a human settlement with a high population density and is 
categorised by cities, towns or suburbs (National Geographic Society, n.d.).  Therefore, an urban 
school can be defined in the same way. This means that the school must be located within a city, 
town or suburb. Thus, for this research, an urban school means a school located within a city, 
town or suburb.  
1.5.4 Bullying 
Olweus, who is well known for his research on bullying, defines bullying as: “A learner being 
victimised when he/she is exposed repeatedly, and over time, to negative actions on the part of 
one or more learners”(Tustin et al., 2014, p. 14). Olweus emphasises that these negative actions 
are deliberate forms of “harm-doing” (Olweus, 1993). He further notes that an act can only be 
defined as bullying if there is an imbalance of power between individuals (Olweus, 1993). 
Examples of power imbalances may include; victims lacking confidence or self-esteem; the 
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victims being physically weaker: being outnumbered; verbally less fluent and lacking friends or 
social support and experiencing rejection from their peer group  (Smith, Del Barrio, & Tokunaga, 
2013).  
1.5.5 Cyber harassment 
Cyber harassment is defined as “computer-mediated obscene comments, sexual harassment, and 
generally harassing behaviours aimed at debasing and/or driving out a virtual world user” 
(Behm-Morawitz & Schipper, 2016, p. 2). Cyber harassment entails making nasty comments via 
ITC’s. Cyber harassment can be seen as a broad term used for various negative and hostile 
behaviours on ICT’s which then also includes and cyber trolling (Wright, 2017).  
1.5.6 Cyberbullying 
Although it appears that consensus have not been reached completely, for the purpose of this 
study the following definition will apply.  
Cyberbullying can be defined as ‘an aggressive act or behaviour that is carried out using ICT 
platforms, by a group or individual repeatedly and over time against a victim who cannot easily 
defend him or herself’ (Smith et al., 2008, p. 376) with the intention to harm (Slonje & Smith, 
2008).  
1.5.7 Cyber Trolling 
Cyber trolling is defined as “the practice of behaving in a deceptive, destructive, or disruptive 
manner in a social setting on the internet with no apparent instrumental purpose” (Buckels, 
Trapnell, & Paulhus, 2014, p. 97). Very little literature is available on the examination of cyber 
trolling.  
 
1.6 RESEARCH METHODOLOGY 
1.6.1 Research Design 
The research design is a process that guides the researcher in obtaining answers to questions 
being studied. The research design provides the researcher with a platform to organise and plan 
the study by detailing a broad outline and the important features of the work that needs to be 
performed (Cowan, 2009). The main aim is to report on the Emotional Intelligence levels of 
learners between the ages of fourteen to seventeen who has been exposed to cyberbullying, either 
as a victim, a perpetrator, a bystander or both a victim and a perpetrator. Therefore, the research 
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design for this study is cross-sectional in nature. The researcher will apply a descriptive 
quantitative research design.  
Quantitative descriptive research provides quantifiable data that can be observed and measured 
which involves people, events or things (Babbie, 2013). Quantitative research stems from the 
ontological assumption that is based on the same premise of realism and refers to the beliefs 
about reality (Della Porta & Keating, 2008). This positivist paradigm uses experiments to find 
facts about reality (Babbie, 2013). Positivists believe that any phenomena can be explained in 
the same way through a scientific method and that only data which are directly experienced are 
relevant to science (Wibberley, 2010). Positivists further believe in cause and effect laws and 
that one can converge on the truth (Killam, 2013). Descriptive data is merely used to describe 
what is being observed (Leedy & Ormrod, 2015). Therefore, this study will describe the 
Emotional Intelligence levels of adolescent learners who have experienced cyberbullying either 
as a victim, perpetrator or bystander. Further to this, the study will describe the differences in 
gender findings. It is important to note that descriptive research is not trying to find answers to 
specific questions but merely reports on appearances (Della Porta & Keating, 2008).  
1.6.2 Participants 
Participants were recruited from an urban private school in Centurion, Gauteng. The reason for 
selecting this school is because the researcher lives within close proximity of the school and has 
a previous working relationship with the school. Participants will therefore be obtained through 
convenience sampling. Convenience sampling is also referred to as availability sampling and is 
a non-probability method in which subjects are selected or obtained because they are easily 
accessible to the researcher (Babbie, 2013). 
Permission was obtained from the school principle to conduct the research at the school. The 
parents received an informational letter explaining what the research entailed, together with a 
consent form to give permission for their child/children to participate in the research. The 
researcher projected that a minimum of a hundred learners were required to participate in the 
study. 
No compensation by any means were offered to the participants, the school or the parents of the 
participants.  The only criteria that had been set out for this research were the following: All 
participants had to be between the age of fourteen and seventeen years of age and all participants 
had to be enrolled in the urban private school.  
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1.6.3 Data Collection 
The data was collected by means of a survey. Therefore, the researcher had no direct control over 
the variables. The questions provided insight into how the participants self-identified as 
perpetrators of cyberbullying, victims of cyberbullying, and bystanders of cyberbullying or in 
some instances they could be both victims and perpetrators of cyberbullying. The questionnaire 
also included demographic information such as age, grade, gender and race. This demographical 
information proved useful in describing the emotional intelligence levels of learners within this 
specific urban private school. Demographical information could also assist to draw conclusions 
from a relevant null hypothesis significance testing procedure (NHSTP) used to answer the 
specific hypothesis questions. 
The instrument that was used to measure the Emotional intelligence of all the participants was 
an instrument which is currently being developed in South Africa, by South Africans, specifically 
for South Africans. This measure was self-developed by Dr John Thurlow and Kylie Janssens. 
Permission was obtained directly from the developers and permission was granted to the 
researcher to use the measure in its original or adapted form. Permission was not requested nor 
obtained to disclose the full measurement or parts thereof. The adaptions made consisted 
typically of word replacements. Out of a hundred and fifty questions, twenty adaptions were 
made. For example, replacing the word “work” with “school” or “inner momentum” was 
replaced with “self-motivation”.   
The measure consist of a hundred and fifty Likert scale questions. The measure is divided into 
two main sections; the Self-EQ and the Social-EQ. Each section consists of three codes and each 
code is divided into five different keys. The codes for the Self-EQ is Self-Awareness, Self-Worth 
and Self-Regulation. The codes for the Social EQ are Social-perception, Social-interaction and 
Social effectiveness. The keys for each of these codes are set out below. 
SELF-EQ Key 1 Key 2  Key 3 Key 4 Key 5 
Code 1: Self-awareness Values Emotions Capabilities Flexibility Reflection 
Code 2: Self-worth Respect Independence Optimism Confidence Drive 
Code 3: Self-regulation Stress 
Management 
Motivation Forgiveness Adaptability Humour 
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SOCIAL-EQ Key 1 Key 2  Key 3 Key 4 Key 5 
Code 1:  Social Perception Contextual 
Snapshotting 
Anticipation Empathy Responsivene
ss 
Being Present 
Code 2: Social Interaction Diversity 
Leverage 
Inclusiveness Openness Networking Active 
Listening 
Code 3: Social Effectiveness Conflict 
Management 
Influencing Assertiveness Letting Go Co-operation 
Table 1: Key codes for Self-EQ and Social-EQ 
For each question learners responded by choosing one of the following: Strongly agree, agree, 
neither agree or disagree, disagree and strongly disagree.  
1.6.4 Procedure 
The procedure employed was computer/internet based. The reason for choosing this method is 
because it is low in cost in comparison with other methods which makes it a viable option for 
quantitative methodology (Babbie, 2013). Computer/Internet based data is also easier for use in 
quantitative research as the data can be processed more effectively upon collection. The platform 
which was used was Google forms. The survey will be made available via a link to participants 
of whom permission letters were received.  
Upon entering the link to the survey, the participants are provided with an assent form which is 
easy to read and understandable. The assent form consists out of a short explanation of the study 
as well as contact details for the researcher, as well as the contact details for a registered 
counsellor who have agreed to assist in counselling participants, should they experience any 
negative emotions from the survey. Once the participant completed the assent form, they are be 
redirected to the survey.   
1.6.5 Data Analysis 
For the data analysis the researcher followed a multistep approach. The first phase of the analysis 
involved reporting of basic descriptive statistics. Descriptive statistics recapitulate data in a 
meaningful way to observe possible patterns (Leedy & Ormrod, 2015). Descriptive statistics 
have been reported on by means of frequency counts. Frequency counts or otherwise known as 
frequency distributions, “provide a relative frequency of how often the different values of the 
variable are encountered in one sample” (Diamantopoulos & Schelegelmilch, 2010, p. 74). The 
frequency counts comprise of the two main sections with each of their sub-codes. This includes 
the Self-EQ consisting of Self-awareness, self-worth and self-regulation and the Social-EQ 
consisting of Social Perception, Social Interaction and Social Effectiveness. In each of these 
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sections the overall emotional intelligence levels of learners have been reported on, including 
differences in age and gender. The latter variables have also been inspected to detect pertinent 
trends, specifically variation within question responses.  
The next phase of analysis investigated significant differences between groups and identified 
relationships between variables in order to address specific hypotheses (Babbie, 2013). For this 
a relevant null hypothesis significance testing procedure (NHSTP) has been employed (Babbie, 
2013). The specific selection of tests is discussed in Chapter 3 in the results section. Results have 
been presented in the form of tables and graphs and results of the statistical significance test were 
discussed where applicable. Statistical Package for Social Sciences (SPSS) version 25 was used 
to employ the relevant null hypothesis significance testing procedures.  
1.6.6 Validity and Reliability of Measurement Instruments 
Two of the most important characteristics of assessment measures is the validity and reliability. 
As previously mentioned, the emotional intelligence measurement used for this study is still in 
the early phases of development and thus it was important to determine if this measure held any 
of the characteristics of a good assessment measure.  
1.6.6.1 Validity 
The validity of a measurement instrument is the magnitude or extent to which the instrument 
measures what it is essentially intended to measure. Any measurement instrument being used 
should yield accurate, meaningful and credible results.  
In this study two forms of validity were used to determine if the measure held any form of 
validity.  
Face validity: The extent to which the measurement instrument “looks like” it is measuring a 
specific characteristic (Leedy & Ormrod, 2015). The measure was carefully examined to 
determine if the categories and questions within the measure were aligned to aspects pertaining 
to emotional intelligence. After careful examination, it appeared that the measurement 
instrument did indeed “look like” it would measure emotional intelligence.  
The second form of validity used for this study were that of Content Validity: The degree to 
which a measurement instrument is a representative sample of the content areas being measured 
(Leedy & Ormrod, 2015). To determine the content validity the questions within the measure 
was carefully examined to determine if the questions within the measure appear to align with 
their various sub-categories. This examination was done in collaboration with the test developers 
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and the supervisor of this research study. Based on the collaborative efforts it was determined 
that the questions within the measurement were appropriate for each of the sub-categories.  
1.6.6.2 Reliability 
Reliability refers to the degree of consistency (Siegel, 1962). The reliability of a measurement 
instrument is “the degree to which the instrument yields consistent results when the characteristic 
being measured hasn’t changed” (Leedy & Ormrod, 2015, p. 116). The classical method to test 
reliability is to use “Internal consistency reliability:” the degree to which all of the items within 
a single instrument yield similar results (Leedy & Ormrod, 2015). To determine internal 
consistency reliability the researcher computed a reliability analysis. A reliability analysis is used 
to measure the internal consistency of a summated scale where several items are summed to form 
a total score (Babbie, 2013). Better known in social science research as Cronbach’s α (Cronbach, 
1951), which estimates the reliability of a psychometric test, with the α statistic representing the 
expected correlation of two tests measuring the same construct. This score gives an indication of 
how reliable the measure is (Leedy & Ormrod, 2015). The outcome of the reliability analysis 
will be discussed in Chapter 3.  
 
1.7 ETHICAL CONSIDERATIONS 
The researcher followed a number of ethical principles and guidelines to ensure full compliance 
with research ethics. Research ethics can be defined as the reasonable responsibility to ensure 
that the researcher conducts the research in an honest and respectful manner which also includes 
protecting the research participants and reporting findings objectively (Harris & Steyn, 2018; 
Leedy & Ormrod, 2015). 
1.7.1 Ethical Clearance  
After submission of the proposal to the Department of Education (Psychology), the study had to 
be submitted to the ethics committee of the Department of Educational Psychology at the 
University of Johannesburg for approval. The ethics committee approved the study under ethical 
clearance number: 218-025. The ethical clearance letter is attached hereto as Appendix “A”.  
1.7.2 Permission from Research Site 
The urban school where the researcher was planning to conduct the research was contacted to 
obtain permission from the school principal. The urban school is a private school located within 
a suburban suburb in Centurion. As this is a private school and not a public school, the researcher 
did not need to obtain permission from the Gauteng Department of Education (GDE). The 
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principal granted the researcher permission to conduct the research at the school. A copy of the 
confirmation is attached hereto as Appendix “B”.  
1.7.3 Participant Population 
Consideration was given to participants as they fall under a group called vulnerable persons. The 
participants were adolescents between the ages of fourteen to seventeen years-old. Firstly, 
permission letters were sent to parents. The permission letter explained what the research entailed 
and what would be expected from participants. The permission letter further contained a consent 
form which the parent/s had to complete in order for their child/children to participate in the 
study. An example of this letter has been attached hereto as Appendix “C” and the consent form 
as Appendix “C1”.   
1.7.4 Confidentiality and Informed Consent 
Once consent letters were received from the parents, learners were provided with a link to access 
the survey. Upon entering the link to the survey, the learners were provided with a brief 
description of the research. In the brief description of the research study, learners were also 
informed that their identity would remain confidential. Learners were asked if they were willing 
to participate in the survey. If they selected “no”, they were directed to the end of the survey. If 
they selected “yes” they were directed to the start of the survey. An example of this information 
and the assent letter is attached hereto as appendix “D”.  
Learners were asked to provide their name and surname to ensure that the consent form of each 
learner was indeed received. However, it was noted that a number of learners did not feel 
comfortable in providing their name and surname and instead used pseudonyms. More details 
regarding the pseudonyms used is discussed in Chapter 3.  
In light of this, the researcher had to ethically consider if the data could still be used, considering 
the use of pseudonyms. In consultation with senior researchers and in consultation with the 
school principal, a decision was made that one could reasonably assume that the fifteen consent 
forms received for which the researcher did not receive survey data, belonged to the fifteen 
learners who were not comfortable in disclosing their name and surname.  
1.7.5 Use of Emotional Intelligence Measure 
Permission was obtained from the developers to use the emotional intelligence measure. The 
developers of the measure provided the researcher with permission to use the measure in its 
original form or in an adjusted form. Permission was obtained in writing and is attached hereto 
as Appendix “E”. 
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1.7.6 Non-Maleficence  
Provisions were also made for counselling services free of charge for the participants, should 
any one of them experience any negative emotions after completing the survey. The researcher 
obtained permission from the director of the Khuluma Family Counselling Centre based in 
Centurion within close proximity of the school, to refer any participants to them free of charge. 
Permission from the Khuluma Family Counselling Centre is attached hereto as appendix “F”.   
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CHAPTER OUTLINE 
Chapter 1  
Chapter 1 of this study mainly provided an introduction and background of this study and further 
explained the challenges of bullying and cyberbullying as a phenomenon. Further to this, Chapter 
1 includes the research methodology of this research study. The research methodology provides 
a description of the methods used to investigate the emotional intelligence levels of learners who 
have experienced cyberbullying in an urban private school. It further outlines the research design 
and the measures used for this study. Lastly, Chapter 1 delineated the research ethics of this 
study.   
Chapter 2 
This chapter deliberates on the literature, both internationally and any literature available for 
South Africa. The first section includes a discussion on the research available. The second section 
considers and debates current literature available on both cyberbullying and emotional 
intelligence of adolescents.  
Chapter 3 
This chapter mainly consists out of the findings for the data collected. The first section presents 
the demographical and biographical information and the second section contains the findings on 
the emotional intelligence levels of learners who participated in the study after which the findings 
are discussed.  
Chapter 4 
This chapter mainly consists out of a reflective discussion on the findings from this study, which 
also includes a proposed framework and a conclusion. Finally, the limitations of the study are 
briefly discussed together with the recommendations for future research.  
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CHAPTER 2: LITERATURE REVIEW 
2.1 Introduction 
Bullying as a phenomenon has significantly evolved since the first definition of (Olweus, 1978) 
when bullying was still viewed as being either verbal or physical. Since the evolution of this 
phenomena, the definition has also evolved. Even though Olweus has expanded on his definition 
of bullying, a number of scholars have contended some of the views from Olweus. For example, 
Horton (2011) disagreed with the views of Olweus (1978) in that bullying is a phenomenon that 
intends to harm others. Others have argued that bullying may also be subtle and happens hidden 
from the naked eye (Tehrani, 2013). However, the majority of studies related to bullying took 
place long before the advancements of technology. Thus, cyberbullying is still in its infancy, 
considering that smart phones and social media only emerged in the mid to late 2000’s (Smith, 
Mahdavi, Carvalho, & Tippett, 2006). Considering the evolution of both cyberbullying and the 
usage of technology, both young and old have access to smartphones. However, in an attempt to 
gain a better understanding of cyberbullying in relation to emotional intelligence, better insight 
into contextual usage is needed.  
2.2 Defining the term “adolescence”  
According to the American Psychological Association there is currently no standard definition 
for adolescents (Cantwell, 2002). Various definitions have been proposed, from defining 
adolescence in terms of age (American Psychological Association, 2002), and some in terms of 
development (Griffiths et al., 2013). The most all-encompassing definition appears to be from 
The World Health Organization (WHO), who defines adolescents as “those people between 10 
and 19 years of age” (World Health Organisation, 2014., para. 5). “The great majority of 
adolescents are, therefore, included in the age-based definition of “child”, adopted by 
the Convention on the Rights of the Child, as a person under the age of 18 years” (World Health 
Organisation, 2014., para. 5). According to WHO (2014) there are two overlapping terms, as 
previously defined by the United Nations, which are youth who are people between the ages of 
15 -24 years and young people who have been identified as people between the ages of 10–24 
years (World Health Organisation, 2014).  
2.3 The developing adolescent within context 
From conception to death, every individual goes through a number of growth stages through 
which they transition and develop (Kapur, 2015). During this transition period their identity is 
developed through a large number of social transitions which eventually leads them to achieve 
adulthood (Kapur, 2015). These transitions taking place within various social settings can 
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provide significant prospects for behavioural change and permanence especially during 
adolescent development (Kim, Oesterle, Catalano, & Hawkins, 2015).  
There are specific characteristics of the broader societal structures in which  adolescents live and 
grow up in as they transition into adulthood which can have a significant impact on their 
cognitive, social, emotional and behavioural development (Canty et al., 2016). The broader 
societal structures also include the world wide web through which adolescent identity 
development can take place as they use this form of socialisation to practice autonomy (Borca, 
Bina, Keller, Gilbert, & Begotti, 2015). This includes peers, family, school, community and the 
broader society in which  adolescents engage on various levels (Cantwell, 2002). Therefore, one 
can argue that the development of adolescents should be considered from an all-encompassing 
context. 
In order to contextualise the adolescents for this study, their context will be considered. The 
study takes place within an urban private school in Gauteng. An urban area can be defined as a 
human settlement with a high population density and is categorised by cities, towns or suburbs 
(National Geographic Society, n.d.). Therefore, an urban school can be defined in the same way. 
This means that the school must be located within a city, town or suburb. Therefore, it is 
important that internet access for urban civilisation is considered.  
However, there is a large gap in literature as up to date demographic information on South 
Africa’s youth making use of the internet and social media networks is severely limited. This 
concern appears to have been raised by Van Vuuren, Tustin, and Shai, (2009), yet almost a 
decade later it still appears that scant information is available. There is also only a few studies 
on cyberbullying and a small number of legal responses on this form of aggression available 
within the context of South Africa (Kyobe & Mimbi, 2018). Although Van Vuuren et al., (2009) 
asserts that within the South African context, the majority of high school learners have access to 
their own cell phones through which they can access ICT’s, the researcher has been unable to 
find conclusive data to substantiate this hypothesis.  
2.4 The good, the bad and the ugly of adolescent socio-emotional development  
“Emotional development during adolescence involves establishing a realistic and coherent sense 
of identity in the context of relating to others and learning to cope with stress and manage 
emotions” (Cohen-Almagor, 2018, p. 42). One can argue that because the emotions lie within 
the realm of “cognitive unconsciousness” it bypasses our rational reasoning cognition which 
leads to one being unable to assert self and social awareness. It appears that in literature, a similar 
argument has been used in relation to the developing adolescent. For example, Cohen-Almagor 
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(2018) argues that the period within an adolescent’s life when transitioning from childhood to 
adulthood, adolescents are not fully capable to consider the cause and effect law in relation to 
behaviour and consequence, hence the adolescent finds making a reasonable decision more 
challenging.   
Further to this, limited research appears to be available regarding emotional intelligence in 
adolescents and cyberbullying behaviours, and none were found specifically in the South African 
context. There appears to be a small amount of research available in which the relationship 
between social intelligence and traditional forms of bullying has been investigated. However, a 
large amount of literature has been able to investigate emotional intelligence in relation to social 
adjustment, self-esteem, resilience, empathy, victimisation, violence perpetration, delinquent 
adolescent behaviour and aggression (Beltrán-Catalán, Zych, Ortega-Ruiz, & Llorent, 2018; 
D’Amico & Guastaferro, 2017; Di Fabio & Saklofske, 2018; Koohsar & Bonab, 2011; Lomas, 
Stough, Hansen, & Downey, 2012; Mihaela, Chraif, Vasile, & Anitei, 2014; Nasir & Munaf, 
2011; Pabian & Vandebosch, 2016; Palermiti, Servidio, Bartolo, & Costabile, 2017; Pinar, 
Cesur, Koca, Sayin, & Sancak, 2017; Reed-Danahay, 2005; van der Merwe, 2014; Viguer, 
Cantero, & Bañuls, 2017).  
In a study conducted by Koohsar and Bonab (2011), who investigated the relationship between 
behavioural symptoms in delinquent adolescents and emotional intelligence, the findings 
suggested that emotional intelligence components can predict psychological symptoms in 
delinquent adolescents, as those adolescents who appeared to have emotional intelligence 
components showed lower psychosocial symptoms. For example Herrera, Buitrago, Lorenzo, 
and Badea (2015) found that university students with higher levels of emotional intelligence had 
higher general moods which highlight that they have the skills to maintain a positive view of life. 
Similarly, intrapersonal & interpersonal dimensions, adaptability and stress management were 
also aligned with students with higher levels of emotional intelligence (Koohsar & Bonab, 2011).  
Fernández-González, Calvete, Orue, and Echezarraga (2018) investigated the role of emotional 
intelligence in relation to adolescent dating violence perpetration in a one-year longitudinal 
study. Their main aim was to explore if specific components of emotional intelligence can predict 
less dating violence perpetration (Fernández-González et al., 2018). Secondary was to investigate 
the possibility of specific components that may act as a buffer for maintaining dating violence 
perpetration (Fernández-González et al., 2018). The initial sample consisted out of 1 256 
adolescents and of those 809 adolescents completed the same measures one year later. Their 
findings suggest that the EI components did not assist in predicting changes in dating violence 
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perpetration, however the findings did suggest that amongst adolescents who have less emotional 
intelligence competencies the likelihood of a significant decrease in dating violence perpetration 
is slim (Fernández-González et al., 2018).  
Further to this, Castillo, Salguero, Fernández-Berrocal, and Balluerka, (2013) investigated “the 
effects of an emotional intelligence intervention on aggression and empathy among adolescents” 
(p. 883). The intervention was concluded over a two-year period with a total of 590 adolescents. 
Students in the intervention group were reported to show a significant decrease in anger and 
hostility levels in both male and females. (Wilk’s lambda (4, 578) = 4.99, p = .001). Interestingly 
there was no statistically significant difference between male and females (Wilk’s lambda (4, 
578) = .61, p = .658).  
Although research on emotional intelligence and cyberbullying only recently gained more 
attention, a number of studies have investigated the relationship of emotional intelligence and 
bullying perpetration. Pabian & Vandebosch (2016) however argue that previous research on the 
topic has been contradictory as findings suggest that some bully perpetrators have been found 
not to have social intelligence and others have been found to have high social intelligence. The 
researcher is of the view that although social intelligence forms a significant part of emotional 
intelligence the focus in previous research appeared to have been on the components of social 
awareness and interpersonal relationships. Interestingly, very little literature has made mention 
of contextual factors when reporting on their research findings.  
Feelings and emotions play an integral part in the daily lives of adolescents and can consequently 
affect social behaviour, emotional responses and academic performance. Recent findings in 
research from a two-year intervention program on emotional intelligence suggested that those 
individuals who have a higher than average emotional intelligence can more effectively cope 
with and manage environmental & social demands and pressures (Viguer et al., 2017).  
2.5 Theoretical framework  
A theoretical framework for any study is important. It is what guides the study as well as the 
inferences drawn after the data has been collected. This way theories can be validated, changed 
or nullified for future testing (Barlett, 2017).  
Research in social sciences on traditional forms of bullying has proven that the social ecological 
perspectives have been useful for conceptualisation purposes (Cross, et al., 2015). The most well-
known theory used is that of Urie Bronfenbrenner. Bronfenbrenner’s bioecological model (1979) 
highlights the fact that various factors may contribute directly or indirectly to a child’s 
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development (Landsberg, Kruger, & Swart, 2016). The bioecological model of child 
development is both bi-directional and the interactions taking place within the four dimensions 
which are synergistic in nature (Krishnan, 2010).  
Bronfenbrenner’s bioecological frameworks hold that the environment plays a significant role as 
this affects the behaviour of an individual. As individual we live and develop within multiple 
contexts which independently influence the development in young children (Donald, Lazarus, & 
Moolla, 2014).   Bronfenbrenner’s bioecological model consist mainly of four systems. The four 
systems include proximal processes, person characteristics, systems/context and lastly time 
(Landsberg, et al., 2016). Proximal processes are at the core of the bioecological model which 
holds that specific forms of interaction between the organism and environment run over time 
contributing to human development (Landsberg, et al., 2016). Person characteristics of 
individuals within your direct environment like family, friends and teachers that brings certain 
biopsychosocial characteristics that influences on the proximal processes and thus will affect the 
developmental outcomes (Landsberg, et al., 2016). Context includes your direct environment 
like family, teachers and friends, but also expands into cultures, communities and societies. 
These nested systems are referred to as the microsystem, mesosystem, exosystem and 
macrosystem which all interact with the chronosystem which is the time dimension (Landsberg, 
et al., 2016). 
The way in which these systems interact with each other triggers a behavioural response which 
would commonly have an emotional component. According to Albert Bandura the individual 
and the whole situation are regarded as co-determinants of behaviour (Donald et al., 2014, p. 
295). It appears the understanding is that children learn to observe and model others, together 
with understanding their own behaviour after which they will act on their behaviours (Gordon & 
Browne, 2011). Humans are capable of self-regulation but always in interaction with the 
situation. From a behavioural perspective self-regulation can be seen as the ability to act in 
alliance with your values and to do it in such a way that it would be in your best interest in the 
long term (Donald et al., 2014). From a more emotional perspective, self-regulation refers to 
your own ability to regulate the specific emotion you are feeling (Berk, 2012), for example, if 
you get upset or mad about something, are you able to calm yourself down without intervention 
from others before you act? 
However, findings in research argue that there are significant differences between traditional 
forms of bullying and cyberbullying (Barlett, 2017). Based on the difference in traditional forms 
of bullying and cyberbullying researchers have argued that social bioecological frameworks such 
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as the works of Bronfenbrenner and Bandura may be useful in understanding how various 
systems influence behaviour, but may not be appropriate frameworks in attempting to understand 
behaviour in a virtual world (Barlett, 2017).  
Therefore, the researcher went in search of theoretical frameworks more specifically to better 
understand and conceptualise cyberbullying as a phenomenon. Considering that cyberbullying 
can be seen as a form of violence, criminology frameworks were also considered. After extensive 
enquiry, the researcher found that the Theory of Planned Behaviour (TPB) have shown promising 
results when applied to cyberbullying perpetration. In addition, The Barlett and Gentile 
Cyberbullying Model (BGCM) will also be considered, as this is currently the only published 
theory specifically developed to inform on cyberbullying perpetration. In addition to this, the 
researcher incorporated the Theory of Symbolic Violence from a criminology perspective which 
may be helpful to understand online behaviour.  
2.5.1 The Theory of Planned Behaviour 
The Theory of Planned Behaviour (TPB) was developed by Ajzen (1991). The TPB was derived 
from the Theory of Reasoned Action (TRA) which was developed by Ajzen and Fishbein (1980). 
This theory asserts that if people evaluate a specific behaviour as positive (in terms of attitude) 
and if they believe their peers want them to perform a certain behaviour (the subjective norm), it 
influences their higher intention (the motivation) and thus they are more likely to proceed with 
the intended behaviour (Sheppard, Hartwick, & Warshaw, 1988). Ajzen builds on this theory 
and explains that consideration should be given to the fact that all behaviour is not performed 
under resolute control. It should rather be viewed that behaviour lies on a continuum from 
complete control to complete lack of control (Ajzen, 1991). He maintains that both internal 
factors and external factors will determine the degree of control. The internal factors consist of 
information, skills and the ability required to perform the specific behaviour (Tariq, Sajjad, 
Usman, & Amjad, 2017). The external factors consist of acceptance of others, social support, 
time and availability of economic resources (Tariq et al., 2017). 
The theory of planned behaviour denotes that people’s intent to perform a certain behaviour is 
the best prognosticator in determining their actual behaviour (Pabian & Vandebosch, 2014). TPB 
is built on three belief-based notions, the first of which is attitude towards behaviour (A) (Pabian 
& Vandebosch, 2014). Attitude towards behaviour is defined as an individual’s favourable or 
unfavourable evaluation of carrying out a target behaviour (Ajzen, 1991). The second is the 
subjective norm (SN), (Pabian & Vandebosch, 2014) which refers to the perceived social 
pressure to effect or to not effect a specific behaviour (Ajzen, 1991). The third notion is the 
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perceived behavioural control (PBC) (Pabian & Vandebosch, 2014), meaning “the perceived 
ease or difficulty in performing the behaviour and it is assumed to reflect past experience as well 
as anticipated impediments and obstacles” (Ajzen, 1991, p. 188). This notion was thus added as 
an extension of the TRA  (Kim, Lee, Sung, & Choi, 2016). PBC originated from the self-efficacy 
theory of Albert Bandura (1977). Bandura, defined self-efficacy as an individual’s belief in his 
or her ability to fail or succeed in specific situations or in accomplishing a task (Berk, 2012).  
Findings in empirical research from a variety of domains, including the topic of cyberbullying 
suggested that A, SN & PBC towards various behaviours make noteworthy contributions to the 
prediction of intentions (Ayodele, 2017; Chin, Choong, Alwi, & Mohammed, 2016; Heirman & 
Walrave, 2012; Pabian & Vandebosch, 2014). Based on these findings the researcher is of the 
view that the TPB is the best framework to inform on cyberbullying.  
2.5.2 Barlett and Gentile Cyberbullying Model 
The Barlett and Gentile Cyberbullying Model (BGCM) was inspired by two cognitive learning 
theories, the first of which is the Distal General Aggression Theory and the second is a General 
Learning Model (Barlett, 2017). The GBCM proposes four facets. 
Facet 1 
Barlett and Gentile (2012) highlight the “ability and self-efficacy of engaging in cyberbullying 
behaviour. This is developed from several early learning trails” (Barlett, 2017, p. 271). When a 
specific aggressive behaviour is performed on an ICT platform the perpetrator learns five key 
things. The first is that they perceive themselves as being anonymous to the victim (Barlett, 
2017). The second is that their physical size difference is not relevant. The third is that bullying 
on ICT platforms means that they leave no physical marks on their victims (Barlett, 2017). The 
fourth is that they realise that they do not need to observe the actual effect it has on their victim 
and lastly, they perceive that it is more difficult for the victim to identify them, and therefore it 
makes it easier for them to cause harm (Barlett, 2017).   
This facet links in with the works of Bandura’s self–efficacy theory and the notion of perceived 
behavioural control of Ajzen, 1991. All three of these notions refer to the conviction one has, 
which was learned from past experiences, to successfully execute the behaviour, in order to 
produce an outcome. 
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Facet 2 
Once the perpetrator has become aware of the five learned outcomes as discussed above, their 
behaviour on ICT platforms becomes automatic and easily performed (Barlett, 2017). Thus, 
positive attitudes will be formed towards cyberbullying perpetration (Barlett & Gentile, 2012).  
Facet 3 
“Once cyberbullying attitudes have been successfully integrated as part of one’s personality, 
these attitudes will subsequently predict his or her behaviour” (Barlett, 2017, p. 272). Barlett 
(2017) acknowledges that “there is a rich psychological history showing that attitudes predict 
behaviour” (p. 272).  
The BGCM model argues that because of the positive attitudes formed based on previous 
experiences they will now gain a more positive attitude towards cyberbullying. Therefore 
because of their positive attitude, perpetration behaviour becomes autonomous. This argument 
is similar to the notion of Ajzen (1991) of attitude predicting behaviour in the theory of planned 
behaviour. Because the individual has perceived bullying behaviour as being easy without any 
obstacles, their attitude towards perpetration will be positively reinforced and therefore the 
chances of repeating the behaviour increases.  
Facet 4  
It has been argued by Barlett & Gentile (2012) that although previous research has shown strong 
correlations between traditional forms of bullying and cyberbullying, the difference lies within 
the five learned outcomes as mentioned in facet 1 (Barlett & Gentile, 2012).  The authors found 
that “the correlation between positive cyberbullying attitudes and behaviour (r=.503) was 
significantly stronger than the correlation between positive cyberbullying attitudes and 
traditional bullying perpetration (r=.297)” (Barlett, 2017, p. 272). They argue that it is important 
to note the difference from the traditional form of bullying and cyberbullying perpetration. 
In an attempt to make sense of human behaviour we have to try and understand behaviour from 
a much broader holistic perspective. Consideration should also be given to how emotions can 
drive certain behaviours. Similarly, we also need to understand how our environments in which 
we live may or may not influence our emotions and behavioural responses. Findings in research 
have suggested that violence perpetrated on ICT platforms can be seen as a form of violence. 
The researcher is of the view that the Theory of Symbolic Violence may be useful in 
understanding violence occurring on ICT platforms.  
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2.5.3 The Theory of Symbolic Violence  
In the earliest work of Bourdieu (1982) (as cited in Sulkunen, 1982) he introduced a theory of 
symbolic violence. According to Bourdieu symbolic violence is, “the violence which is exercised 
upon a social agent with his or her complicity” (Reed-Danahay, 2005, p. xvi). According to 
Bourdieu & Passeron, (1977),  “power relations between the groups or classes making up a 
social formation are the basis of the arbitrary power which is the precondition for the 
establishment of a relation of pedagogic communication.”(1977, p. 6). Bourdieu is of the view 
that any form of power is a form of symbolic violence (Bourdieu & Passeron, 1977). In 
Bourdieu’s book Masculine Domination, he defined symbolic violence as “a gentle violence, 
imperceptible and invisible even to its victims, exerted for the most part through the purely 
symbolic channels of communication and cognition (more precisely, misrecognition), 
recognition, or even feeling”  (Bourdieu, 2001, p. 2). Webb, Schirato, & Danaher (2008) defines 
symbolic violence as any form of violence which is exercised upon individuals in a symbolic, 
rather than a physical way. The key to what Bourdieu calls the function of symbolic violence is 
misrecognition (Webb et al., 2008).  
 
Symbolic violence stems from Habitus. Habitus as defined by Lizardo (2004) is dispositions and 
tendencies embodied by ways in which we perceive and interact with the world around us. 
Bourdieu argues that habitus is represented by our history, stemming from our culture, which in 
essence shapes our frame of reference (Bourdieu, 2005). This also includes our perceptions, 
attitudes and moral intuitions (Webb et al., 2008). Bourdieu postulates that when individuals act 
and demonstrate agency, they simultaneously reflect and reproduce social structure (Bourdieu, 
2000). He further elaborates on this by arguing that this disposition stems from inculcation from 
early childhood through to adulthood (Bourdieu & Passeron, 1977).  
 
According to Bourdieu (2002) through observation and listening children acquires cultural 
capital, “a complex of values, linguistic skills, and worldviews that is unevenly distributed 
among the population” (Reed-Danahay, 2005, p. 163). Bourdieu is of the view that this process 
as a form of learning, although not a formal teaching and learning process, is an “irreversible 
process” (1990, pp. 43–44). The inculcation appears to be the classical conditioning of a term 
Bourdieu calls “cultural arbitrary”, which is the transmission of different power relations, 
reproducing no necessary basis (Webb et al., 2008). Bourdieu and Passeron (1977) argued that 
part of cultural reproduction (in any societal structure) is the misrecognition of the “objective 
truth of that culture as a cultural arbitrary (ethnocentrism)” (as cited in, Reed-Danahay, 2005). 
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Consequently, misrecognition contributes to the position of dominance and power (Reed-
Danahay, 2005).  
 
Bourdieu highlights an important aspect of symbolic violence. Due to its conceptual and 
dominant features (Orser, 2005), symbolic violence is unavoidable for the victim. The victim 
may not perceive symbolic violence as a form of violence but rather as it being part of the norm. 
Considering Bourdieu’s theory of symbolic violence, one can argue that ICT platforms has in 
more recent years also become a culture of its own. Bullying and cyberbullying as forms of 
violence have been perceived by parents and teachers alike as a “part of growing up”. However, 
considering the theory of symbolic violence, bullying and cyberbullying appear to be a form of 
microaggression in inculcation of cultural capital on ICT platforms. 
2.6 Forms of violence: A Global Perspective 
Crime and violence have remained startlingly high in South Africa in past two decades which is 
not astounding, particularly if one thinks seriously about how South Africa has managed violence 
previously (Burton & Leoschut, 2013). South Africa's history of abuse and politically-sanctioned 
racial segregation has had a noteworthy impact and can potentially shape South Africans’ frame 
of reference in relation to the way in which they view violence (Makhubela, 2012). As defined 
by the world Health Organisation, “Violence is the intentional use of physical force or power, 
threatened or actual, against oneself, another person, or against a group or community that either 
results in or has a high likelihood of resulting in injury, death, psychological harm, 
maldevelopment or deprivation” (WHO, 2014, p. 84). This is especially true for South Africans, 
based on the emphasis that has been placed on violence in schools which encompasses both 
traditional forms of violent behaviour as well as bullying and cyberbullying. 
According to the latest crime statistics as released by the South African Police Service (2018), 
there has been a significant decrease in violent crime during the last few years, however public 
perception appears to disagree and seems to believe that violent crimes have remained the same. 
Consideration should be given to the alarming high violence rates in South Africa (Souverein, 
Ward, Visser, & Burton, 2016) and perhaps more specifically, to how this may influence the 
violent behaviour observed amongst the youth.  
As reported in the National School Violence report, concern about school violence in South 
Africa has only gained momentum during the last decade (Burton & Leoschut, 2013). According 
to Gopal & Collings, School violence can involve “threats to: (a) primary resources, which 
relate directly to an individual’s survival needs (e.g., physical safety, adequate food and shelter); 
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(b) secondary resources, which increase the likelihood of obtaining and retaining primary 
resources (e.g., social support, secure attachments, and financial capital); and/or tertiary 
resources, which are indirectly related to survival as they serve as tools for obtaining and 
retaining secondary resources (e.g., personal competencies, social status, and social 
standing)”(2017, pp. 3–4). These authors argue that school related violence should also be 
considered on a systemic level as school related violence takes place on at least four interrelated 
and overlapping echelons. These four interrelated and overlapping echelons include 
interpersonal violence, intergroup violence, institutional violence as well as structural violence.  
2.6.1 Structural Violence  
Structural violence is defined as “violence that results in harm but is not caused by a clearly 
identifiable actor and positive peace is the absence of structural violence” (Vorobej, 2008, p. 84). 
Scheper-Hughes & Bourgois, (2004) proposed that there are three dimensions that inform on 
structural violence which include symbolic domination (violence) or otherwise known as 
institutional violence, intergroup violence and everyday interpersonal violence. In light of this, 
one can argue that structural violence appears to always occur in interaction at a systemic level. 
Therefore, structural violence can be viewed as the violence that occurs within the broader 
societal structures but in interaction with specific systemic structures.  
2.6.2 Interpersonal Violence 
Interpersonal violence can be defined as any form of violence between two individuals, one being 
the perpetrator and the other being the victim (Burton & Leoschut, 2013). According to the 
World Health Organisation (2002), interpersonal violence can be divided into two different 
categories, the first is violence that occurs between partners/families or individuals known to 
each other, which may not exclusively take place within the home environment alone. The 
second is community violence which is the violence that occurs between individuals who are 
unrelated and unbeknown to each other and generally occurs outside of the home environment. 
Gopal and Collings (2017) are of the view that exposure to interpersonal violence also includes 
corporal punishment as well as physical and psychological forms of exclusion.  
Interpersonal violence includes armed, gang, youth, sexual and intimate partner violence together 
with elder abuse and child maltreatment (WHO, 2014). Makhubela (2012) states that violence in 
the form of domestic abuse (family violence or intimate partner violence) is mostly characterised 
by physical, sexual and psychological abuse and it is often a form of violence which remains 
underestimated. Gopal & Collings (2017) argue that long-lasting exposure to interpersonal 
violence results in less resilient outcomes for adolescents (children) together with academic 
33 
 
difficulties and impairment to adolescent psychological adjustment. A large amount of literature 
appears to agree with Gopal & Collings (2017) that exposure to interpersonal violence may lead 
to debilitating impairments starting in early adolescents (Davidow, Insel, & Somerville, 2018; 
Gopal & Collings, 2017; Makhubela, 2012; Manyema et al., 2018; Peltzer & Pengpid, 2013; 
Zimmerman & Posick, 2014).  
2.6.3 Intergroup Violence 
Intergroup violence occurs between a member of a group or a group itself that perpetrates 
violence against another group or one of their group members (Gopal & Collings, 2017). This 
may include groups in the form of gender, race, religion, sexual orientation/identity, socio-
cultural identity as well as nationality (Gopal & Collings, 2017). According to Böhm, Rusch, & 
Baron (2018) those groups who perceive themselves to have a higher power over a less powerless 
group or a group who is perceived to be more vulnerable will perpetrate violent acts more 
forcefully than those groups with perceived less power and vulnerability. However as highlighted 
by Winston (1997) the broader society are in most instances neither the perpetrator nor victim of 
intergroup violence, but rather observers or bystanders of this form of violence. The researcher 
agrees with Winston (1997) as findings in research suggest that minority groups appear to be 
those most vulnerable to intergroup violence (Cantwell, 2002; DiClemente et al., 1996; Gerber 
et al., 2018; Payne & Barbera, 2010; Smith & Mackie, 2015; World Health Organisation, 2002).  
2.6.4 Institutional Violence (symbolic violence) 
This form of violence occurs within institutional settings which may “include schools and 
universities, religious institutions, the military, work environments, hospitals, jails and prisons; 
agencies such as police, foster care, immigration, federal assistance, disaster management and 
the media; motivated by their corporate cultures, and can have a positive or negative role for 
supporting, ignoring, betraying and/or directly targeting and traumatizing victims” (Kira, 
Lewandowski, Chiodo, & Ibrahim, 2014, p. 392). Gopal and Collings (2017) highlighted that 
within the South African context, it appears that institutional violence has been moulded 
differently for different contexts. More specifically in the context of the adolescent, it appears 
that in some instances acts of violence are perpetrated by teachers and/or principals against 
children, which include failure of management to take effective measures to prevent violence in 
schools and respond or report violent incidents in the appropriate manner. Gopal & Collings 
(2017) also make mention that failure to accommodate the needs of vulnerable groups such as 
children living with disabilities in mainstream schools is just as much a form of institutional 
violence as any other form of violence occurring within institutional settings. This aligns strongly 
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with the views of Kira, Lewandowski, Chiodo, & Ibrahim (2013) as they postulated that any 
form of “abandonment or neglect is a fundamental betrayal of trust in the primary relationship” 
(p.392) in which the institution engage in, whether this is on an individual level or on a higher 
systemic level.  
 
Therefore, violence and the various forms thereof as well as the context in which it occurs should 
always be understood within the broader framework in which it takes place. Research in social 
sciences on traditional forms of bullying has proven that the social ecological perspectives have 
been useful for conceptualisation purposes (Cross et al., 2015). The most well-known theory 
used is that of Bronfenbrenner (1979). Bronfenbrenner’s bioecological frameworks hold that the 
environment plays a significant role as this affects the behaviour of an individual. As an 
individual we live and develop within multiple contexts which independently influence the 
development in young children (Donald, Lazarus, & Lolwana, 2014).   
2.7 The Developing Adolescent Exposed: Violence in South Africa and its Impact  
Schoeman (2010) highlights that our youth are repeatedly exposed to various forms of violence, 
occurring in the home, school and community contexts in which they function, as well as the 
reports in the media. Findings in research suggests that exposure to violence from a young age 
may lead to involvement in violence either as a victim or perpetrator later in life (Burton & 
Leoschut, 2013; Schoeman, 2010; Souverein et al., 2016; WHO, 2014). This appears to align 
well with the argument of Gopal & Collings (2017) who contended that a broader understanding 
is needed on the various systemic levels in which violence occurs.  
It appears that reports in literature findings have also been consistent in highlighting a range of 
internalising and externalising behaviours to be associated with violence exposure which 
includes poor self-image, poor impulse control, depression, fighting, cruelty, poor cognitive 
abilities, lying and the destruction of property (Burton & Leoschut, 2013; DiClemente et al., 
1996; Malherbe & Häefele, 2017; Peltzer & Pengpid, 2013; WHO, 2014). This notion appears 
to stem from social learning theory as pointed out by Malherbe & Häefele (2017). Internalising 
and externalising behavioural problems stem from early childhood and continued exposure may 
lead to maladaptive functioning later in life. 
In a study which investigated “the relationship with intimate partner violence and mental 
problems and behavioural problems amongst 1.5 to five year old children in South Africa”, it 
was found that a significant number of children had “clinically relevant internalising (e.g.: 
anxiousness, depressive symptoms), externalising (e.g.: aggressive behaviour) behavioural 
35 
 
problems” (Peltzer & Pengpid, 2013, p. 18). Similarly, another study investigated the 
contribution of different forms of violence in relation to the externalising and internalising 
symptoms among adolescents in South Africa. The findings suggest that various forms of 
violence exposure contribute differentially to the risk of aggression, conduct disorder and 
depression in adolescents (du Plessis, Kaminer, Hardy, & Benjamin, 2015). More recently, 
Valjee, Penning, & Collings (2018) investigated the prevalence and risk factors for complex 
developmental trauma (CDT) from a sample of 723 secondary school adolescents in Durban, 
South Africa. Their findings reported that 234 participants reported to have been exposed to 
domestic violence during childhood. It also appears that exposure rates are higher for female 
adolescents than for male adolescents. 
School violence appears to be on the rise despite the efforts made by the Department of Education 
and the schools themselves (Ncontsa & Shumba, 2013). This can also be observed through the 
media in which several videos have recently gone viral, in which violent and aggressive 
behaviour of learners have been recorded. Notably, acts of violence also appear to be perpetrated 
against the educators (Netshitangani, 2017). Even though cyber violence is not limited to any 
specific (physical) environment, for example; schools, the results of the study pointed out the 
relationship between offline and online violence, as well as more traditional, forms of violence 
(that is, physical violence). According to Burton & Leoschut (2013) “cyber violence is just one 
part of a broader spectrum of violence affecting learners in South Africa” (p. xii). It is the view 
of the researcher that cyber violence and cyberbullying appear to be synonymous with each other. 
Yet, cyberbullying as a phenomenon is being viewed as “part of growing up”.  
2.8 Cyberbullying and Access to Internet  
A concern highlighted in literature is the risks that accompanies online interaction, especially for 
adolescents who are not aware that their personal information may be collected and used for 
purposes unbeknown to them (Blake & Louw, 2010). Kritzinger (2015) argues that there is a 
desire for cyber security awareness to be included in South African schools as part of their 
curriculum. Cohen-Almagor (2018) further argues that “adolescents are particularly vulnerable 
to bullying and cyberbullying”, thus these programmes should also include the “promotion of 
awareness about the gap between emotional and mental development of adolescents, their 
propensity to risk taking and ways to address peer pressure” (p. 46).  
Literature findings have highlighted the important role parents play throughout the 
developmental stages, and that children acquire and develop beliefs and behaviours throughout 
childhood from their parents (Shin & Kang, 2015). Considering that children start using ICT’s 
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at a young age, their parent’s role are to protect them in this new environment (Daneels & 
Vanwynsberghe, 2017).  
Internationally, it has been reported that 99% of seventh grade students living within an urban 
area has access to the internet, both at home and at school (Berarducci, 2009). Choi, Park, and 
Cha (2017) reported that about 99% of South Korean adolescents use the internet daily and is 
accessed through their mobile phones. A study conducted in Turkey investigating the 
relationship of self-perception, personality and high school in relation to problematic internet use 
in adolescents found that only 0.77% of adolescents did not have access to the internet (Öztürk 
& Özmen, 2016). A total of 771 high school students between the age of sixteen and nineteen 
participated in the study of which 56.2% were girls and 43.8% were boys. The study revealed 
that the average time spent on the internet was between 6.67 to 8.8 hours per week.  
Scholars from the United States and Italy investigated adolescents’ point of view on internet 
usage and developmental tasks and found that 95% of students who participated in the study had 
a computer at home and 66% of students accessed the internet daily (Borca et al., 2015). 
Interestingly, they highlighted that only 11% of their participants accessed the internet for less 
than an hour each time, and 56% spent one to two hours each time. They reported that 30% of 
the students who participated in the study spent three to six hours at a time on the internet (Borca 
et al., 2015).   
Grobler and Dlamini analysed cyber trends in Africa, and found that within South Africa 
technology has advanced to such an extent that cyber trends commonly found within higher 
ranked countries can also be found in South Africa (2012, p. 7). In the most recent report released 
by World Wide Works, which was represented by a sample of 4.1 million South African Adults 
across all income and education levels, it was reported that the Western Cape appears to have 
the highest internet penetration at 75% with Gauteng following at 55%. Interestingly they also 
found that there is no longer a gender divide in internet access, as the men appeared to be only 
marginally more in comparison to the woman (World Wide Works, 2017). South Africa appears 
to rely heavily on mobile phones when accessing the internet. There is approximately 28.6 
million people in South Africa who uses the internet in some form and approximately 15 million 
make use of social media platforms, of which Facebook appears to be the most utilised (Qwerty 
Digital, 2017).  
A review of literature found no collective statistics on adolescent internet usage in South Africa. 
However, adolescent’s socialisation goes beyond face to face interactions, and are now 
incorporating ICT’s as an additional source for socialisation. One can even argue that ICT 
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platforms have become the main form of socialisation for many adolescents. The youth are the 
most heavy users of internet (Oyedemi, 2014). Donner, Gitau, & Marsden (2011) reported that 
in a survey of 11th grade students in a low-income area in Cape Town, 77% of participants owned 
a mobile phone with access to internet, and interestingly 66% of participants reported that they 
had accessed the internet just the day before.  
Based on the statistics, the researcher agrees with the view of Grobler & Dlamini (2012), as 
South Africa’s internet penetration has increased and expanded significantly over the last few 
years. This can also be observed as Wild Wide Works reported, based on their 2016 findings that 
South Africa had approximately 21 million internet users at that time, however as mentioned 
earlier, Qwerty Digital found in 2017 that there were 28.6 million people who made use of the 
internet in some form. According to the researcher a 7.8 million increase appears to be 
significant, and surely this number is still growing.  
It is important to highlight that the use of internet through ICT’s have provided great 
“opportunities for connecting with others, creating and being part of online communities that 
foster creativity, knowledge and civic participation” (Martin, Wang, Petty, Wang, & Wilkins, 
2018, p. 213). Martin et al., (2018) further highlights that Facebook, as a social media platform, 
provides learners with the opportunity to communicate outside of the classroom to work 
colaboratively on school projects which creates great learning opportunities. More recently 
Wessels & Diale (2017) investigated the possible use of Facebook to “enhance career 
construction journeys of adolescent learners”, and found that “Facebook serves as an essential 
instrument in the career construction journeys of adolescent learners at two levels, namely: as a 
triangulation instrument and as a supplementaty career counselling instrument” (2017, p. 8). 
However, as rightfully pointed out by Tustin et al., perpetrators of cyberbullying have been using 
ICT platforms as a “virtual playground” (Tustin et al., 2014).  
2.9 Cyberbullying Amongst Adolescents: Does it Start with the Chicken or the Egg  
Interestingly  Lazuras, Barkoukis, & Tsorbatzoudis (2017) found that adolescent bully 
perpetrators reported more frequent involvement in cyberbullying than non “bullies”. Lazuras et 
al., (2017) are of the view that aggressive behaviour of an adolescent towards another is not 
limited to face to face interactions and that the focus should be on the aggressive behaviour, and 
not through the means the perpetrator chooses to exert those behaviours (Lazuras et al., 2017). 
They imply that “adolescents intending to act aggressively will find a way to do so, and may 
employ different methods to achieve their aggressive goals” (Lazuras et al., 2017, p. 100). 
International empirical research findings have specifically investigated the types of mediums 
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used amongst adolescents for cyberbullying. The mediums most commonly used appear to be 
mobile phones, email, social networking sites, blogs and forums (Garaigordobil, 2017; Olenik-
Shemesh, Heiman, & Eden, 2012; P. K. Smith et al., 2008). 
On reviewing empirical research internationally, Smith et al., (2008) found that cyberbullying 
appeared to be more prominent outside of the school setting in the United Kingdom. Wolke, Lee 
and Guy also investigated the unique prevalence of cyberbullying in adolescents in the United 
Kingdom and reported that pure cyber-victimisation was rare amongst adolescents in the United 
Kingdom and the majority of adolescents who have experienced cyber victimisation have also 
reportedly been victimised through traditional forms of bullying (Wolke, Lee, & Guy, 2017).  
In Israel, Olenik-Shemesh et al., (2012) investigated the relationship of cyberbullying 
victimisation amongst adolescents in relation to loneliness and depressive mood in 3 schools 
which represented different parts of the country. Their sample consisted of 242 Jewish Israeli 
adolescents of which 117 were boys and 125 were girls aged thirteen to sixteen years. They found 
that forty participants reported to have been a victim of cyberbullying, and seventy seven 
respondents reported that they personally know someone who have been cyberbullied (Olenik-
Shemesh et al., 2012). “The types of cyber victimisation reported were also examined: verbal 
abuse constituted 11.2%, offensive ICQ 5.8%, offensive text messages 1.7%, rude and offensive 
emails 1.2%, and offensive pictures and video clips 0.8%” (Olenik-Shemesh et al., 2012) Recent 
research in Spain investigated the fatalism beliefs in adolescent cyberbullying, using resilience 
as a moderator. Navarro, Yubero, and Larrañaga (2018) found amongst a sample of 643 
adolescents aged 13 – 18 years, adolescents who reported to have “experienced cyberbullying 
were more likely to report higher levels of fatalism” (Navarro et al., 2018, p. 218). Further to 
this, “results indicated that cyberbullying victimisation increased the likelihood of developing 
fatalistic beliefs” (Navarro et al., 2018, p. 218).  
As highlighted in the School violence report of 2012, the large number or learners who reported 
to have experienced some form of “cyberbullying or online violence is significant enough to to 
warrant attention at both a prevention and response level since it affects a substantial percentage 
of young people in South Africa” (Burton & Leoschut, 2013, p. 69). “There has been scant 
research on the nature and extent of cyberbullying in South Africa” (Du Preez & Prinsloo, 2017, 
p. 103). Tustin et al., (2014) explored the prevalence of bullying with an emphasis on 
cyberbullying amongst secondary school learners between the ages of thirteen and eighteen years 
in South Africa. The sample consisted out of 4 272 secondary school learners from the Western 
Cape and Gauteng. A total of 3 353 participants were from Gauteng of which 1 783 were male 
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and 1 570 were female. From the Western Cape 892 secondary school learners participated of 
which 499 were male and 393 were female (Tustin et al., 2014). Their findings suggested that 
physical bullying (40.6%) and emotional bullying (62.8%) are more prevalent amongst 
adolescents than cyberbullying (15.2%). However, these results were only from 1 453 
participants who confirmed being victims of bullying and no information appears to be available 
on the remainder of the participants who did not self-identify as victims of bullying. From the 
15.2% of respondents who reported being victims of cyberbullying, upsetting messages appeared 
to be the most common form of cyberbullying, being experienced by 55.4% of the females and 
51.7% of the males. It was further reported that rumours and gossip were more prevalent amongst 
females between the ages of seventeen and eighteen years (Tustin et al., 2014). Interestingly, the 
overall prevalence of rumours and gossip for all age groups were reportedly 44.9% for males and 
53.8% for females. Another interesting report was that more male victims received unflattering 
and suggestive photos/videos, yet for the age group fifteen to sixteen years more female 
participants were victims of sexual remarks directed at them (Tustin et al., 2014).  
Tustin et al., (2014) similarly explored the feelings evoked when being cyberbullied in an attempt 
to determine some of the emotional consequences. Their findings (as reported by the participants) 
suggested that the most frequent consequences for those who fell victim to cyberbullying are 
sadness, depression and degradation (Tustin et al., 2014). However less than 5% reported to have 
had thoughts of committing suicide. These findings seem to align strongly with previous findings 
both internationally and in South Africa (Cohen-Almagor, 2018; Hinduja & Patchin, 2015; 
Redmond, Lock, & Smart, 2018).  
Kyobe, Oosterwyk, & Kabiawu, (2016) investigated the nature of mobile bullying in the Western 
Cape High Schools of South Africa. In total 3 621 learners between the ages of fourteen and 
eighteen years participated from seven secondary schools in Cape Town. From the 3 621 
participants 49% were male and 51% were female with 67% of male and female participants 
falling between the age of fourteen and sixteen years. More recently Du Preez & Prinsloo (2017) 
investigated the prevalence of cyberbullying behaviour amongst high school learners in Gauteng. 
A total of 149 learners from four secondary schools participated in the study of which 55% were 
female and 45% were male (Du Preez & Prinsloo, 2017). Based on the responses received from 
the participants, 45% reported to have been victims of cyberbullying and 47.6% of those who 
reported to have been victims of cyberbullying were female. Interestingly 34% of male 
participants reported to be perpetrators of cyberbullying and only 26% of female participants 
reported to be perpetrators of cyberbullying (Du Preez & Prinsloo, 2017). Victimisation through 
text messaging appears to be the most prevalent followed by social networks and chat rooms.  
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In 2012 a number of role-players joined forces to obtain a better understanding of school violence 
in South Africa. This appears to be the largest study concluded in South Africa that included 
cyberbullying as a form of violence in schools. The report of the National School Violence 
survey stated that the final sample consisted of 5 939 learners, 239 educators and 121 principals 
from 121 school across South Africa. From the 5 939 learners interviewed, 81.1% reported to 
have access or owned a mobile phone and 54.3% owned or had access to a computer, laptop or 
tablet. Individual experiences of online violence were analysed and 1 237 learners reported to 
have had experienced some form of cyberbullying, this makes up 20.9% of all learners who 
participated (Burton & Leoschut, 2013). Figure 1 provides an overview of the significant 
findings on cyberbullying reported by 1 237 learners who have experienced cyberbullying.  
 
Figure 1: Experience of online violence by type (Burton & Leoschut, 2013, p. 78) 
Research findings have been unable to conclude whether cyberbullying is less frequent than 
traditional bullying. (Du Preez & Prinsloo, 2017; Slonje & Smith, 2008; Smith et al., 2008). 
Findings in literature have been consistent in reporting that it appears that cyberbullying takes 
place more often outside of school (Lowry, Moody, & Chatterjee, 2017; Purdy & York, 2016; 
Slonje & Smith, 2008; P. K. Smith et al., 2008). Findings have also suggested that females appear 
to be more involved in cyberbullying and self-reports have highlighted females were more often 
victims of cyberbullying than males (Balakrishnan, 2018; Berarducci, 2009; Hinduja & Patchin, 
2015, 2017; Motswi & Mashegoane, 2017; Palermiti et al., 2017). Age differences also appear 
to vary (Beltrán-Catalán et al., 2018; Cross et al., 2015; Monks, Mahdavi, & Rix, 2016).  
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Burton & Leochutt (2013) highlight that violence has historically been synonymous with crime, 
however not all crimes can be classified as violent, and similarly not all forms of violence can 
be classified as a criminal act. Burton & Leoschut (2013) further explained that there are some 
forms (psychological and emotional) of school yard bullying that is merely violent in nature but 
does not necessarily constitute a crime. Crime can be defined as “conduct which common or 
statute law prohibits and expressly or impartially subjects to punishment remissible by the state 
alone and which the offender cannot avoid by his own act once he has been convicted”(Sharrock, 
2001, p. 8).  
Perhaps taken at face value the argument appears to be true, however the researcher would like 
to challenge the statement that not all forms of violence can be classified as a criminal act. This 
challenge is based on the Bill of Rights as set out in the South African Constitution. The “Bill of 
Rights is a cornerstone of democracy in South Africa. It enshrines the rights of all people in our 
country and affirms the democratic values of human dignity, equality and freedom”  (The 
Constitution of the Republic of South Africa, 1996). The Bill of Rights as set out in the South 
African Constitution only gives entire protection of two human rights. The first is the right to 
life, and the second is set out in Section 10 under the bill of rights which states: “Everyone has 
inherent dignity and the right to have their dignity respected and protected” (The Constitution of 
the Republic of South Africa, 1996, p. 6) 
Considering that there are some forms of bullying such as psychological and emotional bullying 
that are merely violent in nature which still cause psychological harm, maldevelopment or 
deprivation, one can argue that an individual who have experienced the nonphysical forms of 
bullying have been deprived of their right to have their dignity respected and protected. The 
researcher is of the view that the psychological harm, maldevelopment or deprivation (in the 
form of social isolation) stem from the acts of the perpetrator who victimised another’s dignity.  
Surely some will contest the above argument, as the question regarding the age for criminal 
responsibility may be raised. Currently in South Africa, The Child Justice Act is seen as an 
extension of the Constitution of the Republic of South Africa. The Child Justice Act encompasses 
the age of criminal capacity which is “the age at which it is presumed that a child has the 
cognitive ability and maturity to distinguish between right and wrong and to understand the 
consequences of his or her actions” (Schoeman, 2016, p. 36). Currently “a child between the age 
of fourteen and eighteen years at the time of the alleged offence is presumed to have criminal 
capacity” (Schoeman, 2016, p. 36). The Child Justice Act further states that a child older than 
ten years but younger than fourteen years at the time of the alleged offence is presumed to lack 
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criminal capacity. However, this is subject to the state being able to prove that the child has the 
cognitive ability and maturity to distinguish between right and wrong.  
2.10 Cyberbullying as a Phenomenon: Perhaps the Chicken Perhaps the Egg? 
According to  Corcoran, Guckin, & Prentice (2015) there has been an ongoing debate on how to 
define the term cyberbullying. Some research suggests that it should be an extention of traditional 
bullying (Del Rey, Elipe, & Ortega-Ruiz, 2012), while others argue that traditional bullying and 
cyberbullying should be defined differently (Barlett, 2017). Olweus (1993) whom is well known 
for his research on bullying, has also argued that any form of bullying can only be defined as 
such, if there is an imbalance of power between the perpetrator and the victim. It was suggested 
by Corcoran, Mc Guckin, & Prentice, 2015 that perhaps the term cyberbullying should be 
changed to cyber aggression.  
The researcher is of the view that the most appropriate definition appears to be from Slonje 
andSmith (2008). Slonje and Smith (2008) defined cyberbullying as “an aggressive act or 
behaviour that is carried out using ICT platforms, by a group or individual repeatedly and over 
time against a victim who cannot easily defend him or herself with the intention to harm” (Slonje 
& Smith, 2008).   
Various forms of cyberbullying have been highlighted in literature. These forms include 
exclusion which leads to isolation (Cook, Williams, Guerra, Kim, & Sadek, 2010; Extremera, 
Quintana-Orts, Mérida-López, & Rey, 2018; Ha, 2017; Tustin et al., 2014), harassment (Behm-
Morawitz & Schipper, 2016; El Asam & Samara, 2016; Reynolds, Platt, Malone Schaffer, & 
Foster, 2017), trickery (Chukwuere & Chukwuere, 2017; Willard, 2007), trolling (Buckels et al., 
2014; Wright, 2017), catfishing (Chukwuere & Chukwuere, 2017) and defamation and 
slandering (El Asam & Samara, 2016; Tustin et al., 2014), to name a few.  
A large focus has been on cyberbullying among children and adolescents (Forssell, 2016). 
However much less focus has been given to cyberbullying amongst adults. Research on the topic 
of workplace bullying has produced significant interest over recent years since the 1990s (Hall 
& Lewis, 2014). Workplace bullying still remains a significant issue which has enormously 
increased, organisations are in need of more concise and efficient solutions being produced  (Hall 
& Lewis, 2014).  
According to Forssell (2016) the world of work is dominated through communication on 
electronic devices. Interestingly, Forssell also highlights the power imbalance, however the 
power imbalance in workplace bullying appears to be the central element conceptualising this 
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phenomenon. This study aimed to assess the existence of cyberbullying among adults and 
included a sample of 3 371 workers who responded to a public poll and market research 
company. The respondents reported to be 51% male and 49% female with the majority (73%) 
reporting daily use of digital devices in their workplace (Forssell, 2016). The findings 
highlighted that exclusion as a form of cyberbullying was most frequently reported, followed by 
intentionally sending a virus to one’s email address and receiving aggressively worded messages. 
These results suggested that email as a form of communication appear to be “the most common 
digital channel for cyberbullying in the workplace” (Forssell, 2016).  
A study conducted on the prevalence of workplace bullying including both face-to-face bullying 
and cyberbullying within the manufacturing sector in Queensland, Australia, found that 83.9% 
of respondents reported experiencing a negative effect of either face to face bullying or bullying 
through technology (Privitera & Campbell, 2009). Of the respondents, 37.5% reported that 
someone spread gossip about them by telephone, and almost one third reported to have 
experienced negative acts on a weekly basis through the use of modern technology (email, 
telephone or both) (Privitera & Campbell, 2009). Farley, Coyne, Sprigg, Axtell, and 
Subramanian examined “the impact of cyberbullying among trainee doctors, and how 
attributions of blame for cyberbullying influence individual and work-related outcomes” (Farley, 
Coyne, Sprigg, Axtell, & Subramanian, 2015). A total number of 158 respondents participated 
in the study, of which 104 were women and 54 were men. The findings highlighted that 46.2% 
of trainee doctors have experienced some form of cyberbullying and reported their fellow 
trainees to be the main perpetrators in 35.6% of the incidents (Farley et al., 2015).  
Balakrishnan (2018) investigated the prevalence of actions and emotional reactions from 
perpetrators, victims and bystanders among young adults between the ages of eighteen to thirty 
five. There were a number of 1 158 participants of which tertiary students were reportedly 98.8% 
of those who participated, and only 1.2% were working adults (Balakrishnan, 2018). Only 8% 
of respondents admitted having been a perpetrator of cyberbullying using ICT’s to aggress 
against their victim. A large number (68%) of these perpetrators appeared to show some form of 
remorse and regretted their actions. Approximately 20% of respondents self-identified as 
victims. According to victim responses, 88% reported that they were cyberbullied through social 
media and 62.5% of victims reported that they knew their attackers personally. From the 
respondents 53.4% reported to have witnessed online bullying in the past year. The majority of 
bystanders (61.5%) reported to have defended the victims personally, and 40.1% reported that 
they did not react due to the fear of being victimised themselves. These findings highlight that 
prevalence of cyberbullying amongst adults have also mutated in the world of work and within 
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education settings. Sadly, prevalence of cyberbullying amongst adolescents appears to be even 
higher than those instances reported by tertiary students and adults. Balakrishnan (2018) 
highlights that the trend of cyberbullying amongst the youth should be stopped or controlled. 
Balakrishnan (2018) argues that if the behaviour continues, the youth will transfer the behaviour 
when entering the workforce.  
Based on the literature, findings have suggested that bullying and cyberbullying starts at a young 
age, and progress through to tertiary institutions and then into the workplace. Findings have also 
indicated that the prevalence of cyberbullying seems to significantly reduce from adolescence 
into adulthood. However, the researcher is of the view that these notions should be challenged. 
We need to ask ourselves whether cyberbullying as a phenomenon starts with the chicken or the 
egg. This is imperative because the consensus of literature is that cyberbullying is a form of 
violence that manifests as micro aggression which exhibits symbolic violence.  
Given this statement and the views that cyberbullying emerges in adolescence and 
continues through to adulthood. The researcher wants to challenge the notion that violence as a 
subtle aggression stems from youth. It appears that adults find it challenging to recognise that 
cyberbullying is synonymous to cyber violence, as it appears, adults, themselves experience 
cyber violence. This highlights that adults equally are not conscious of their behavioural 
reactions which stems from their emotions. Therefore, the researcher is in agreement with 
Bourdieu, and postulates that similar to the “chicken and egg”, the misrecognition starting at 
early inculcation appears to remain in a spherical momentum. The challenge is to determine if 
infiltration in early adolescents will deter the spherical momentum. 
2.11 Fiction or Fact: Emotional Intelligence  
According to literature it appears that Mayer & Solovey was the first to coin the term “emotional 
intelligence” during the early 1990’s (Garaigordobil, 2017; Matthews, Zeidner, & Roberts, 2002; 
Pinar et al., 2017; Stein & Book, 2000; Viguer et al., 2017). Although it appears that the 
American born Israeli psychologist Dr. Reuven Bar-on already began his work in this field, but 
it wasn’t until 1985 that he coined the term Emotional Quotient (EQ) which he deemed to be in 
parallel with intelligence quotient (IQ) (Stein & Book, 2000). In 1996 Bar-on presented his EQ 
model at a meeting which took place at the American Psychological Association in Toronto 
Canada after which the EQ-I measure was developed and first published as the EQ-I -Reuven 
Bar-On measure in 1997, which is still being used today (Stein & Book, 2000).  
It was first during the late 1990’s that Daniel Goleman became aware of Salovey and Mayer’s 
work, and this eventually led to his book, Emotional Intelligence (Stein & Book, 2000). Goleman 
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studied psychology at Harvard where he worked closely with David McClelland. McClelland 
was in fact the person who recommended Goleman for a job at Psychology Today (Goleman, 
n.d.) In 1995, Goleman published his book “Emotional Intelligence” which gained tremendous 
attention from the media and scholars across borders and Goleman quickly became the 
international number one bestseller according to the Financial Times (Financial Times, 2005). 
Although the work of Goleman (1995) appears to be mostly based on Mayer & Salovey from the 
early 1990’s, Dr. Reuven Bar-on was the first to develop and successfully test and implement a 
measure of emotional intelligence.  
2.12 Emotional Intelligence Approaches and Assessment Tools 
To date, three major theoretical approaches have guided empirical research on emotional 
intelligence. The first is The EI Ability Based Model by Mayer and Solovey, 1997. This model 
holds that “emotional intelligence involves the ability to perceive accurately, appraise and 
express emotion; the ability to access and/or generate feelings when they facilitate thought; the 
ability to understand emotion and emotional knowledge; and the ability to regulate emotions to 
promote emotional and intellectual growth” (Mayer & Salovey, 1997, p. 10).  
The second is Bar-On’s emotional-Social intelligence model developed by Reuven Bar-On  
(Psychometrics Canada, 2011). Bar-on (1997) was of the view that Emotional Intelligence (EI) 
comprised of non-cognitive abilities. However, EQ is recognised through cognitive variables for 
example, clear reasoning styles, initiative adequacy and anxiety management (Laher & 
Cockcroft, 2013). The Bar-On EQ-I is considered as a trait or mixed models of emotional 
intelligence (Van Zyl, 2014).  
The third model is Goleman’s model of EI: a model of competencies focused on the workplace 
(Goleman, 1995; Goleman, 1996).  In Goleman’s book called Emotional Intelligence, why it can 
matter more than IQ, he asserted that EI comprises five essential elements: “1) knowing one’s 
emotions; 2) managing emotions; 3) motivating oneself; 4) recognising emotions in others and 
5) handling relationships” (Goleman, 1996, p. 43).  
However, the challenge with using the Mayer-Salovey-Caruso Emotional Intelligence Test, Bar-
On EQ-I, Emotional and Social Competence Inventory, or the Genos EI, is that these assessment 
tools are all grounded from a westernised perspective. As it stands, there is currently no 
emotional intelligence assessment measure which was developed within the South African 
context available in South Africa. The researcher was given the opportunity to use an assessment 
tool that is currently in the early development stages. This assessment tool is being developed by 
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South Africans with the South African context in mind. The assessment tool is not only being 
developed for adults, but also for our youth and adolescents.  
The assessment tool is being developed by Dr J. Thurlow & Mrs K. Janssens. The researcher 
asked them to provide a description of the foundational aspects of the assessment tool, and this 
is what they said:  
Your self-awareness is the starting point. Know your values, your emotional 
responses, your capabilities and how you are able to adapt to given situations. 
Take time to introspect, because when you are aware of who you are, you are 
ready to see yourself as worthy. Having self-worth does not imply that you are 
perfect, it means that you are aware of who you are, and you respect yourself, 
your character and all that makes you who you are. You are also able to respect 
others, because you are at peace with yourself, you can exercise independence, 
optimism, confidence and drive. Having self-worth makes you see the world as 
a sunnier and brighter place. Optimistic people tend to be more successful than 
their pessimistic counterparts. When we are self-aware, and we have self-worth, 
we are able to regulate or control our thoughts and actions. Self-regulation is 
concerned with stress management, motivation, adaptability, our ability to 
forgive and being able to exercise a sense of humour. Higher EQ leads to better 
self-regulation, where we are able to operate more positively and functionally 
in our everyday environments. EQ is not entirely about the ‘self’, it is essentially 
about the ability to recognise, understand and manage our own emotions so that 
we are able to recognise and influence the emotions of others to achieve the best 
possible outcome. A high EQ means that you are able to interact with others in 
such a way that you meet their emotional needs or their emotional state. Aristotle 
once wrote: ‘Anyone can become angry – that is easy. But to be angry with the 
right person, to the right degree, at the right time, for the right purpose, and in 
the right way – this is not easy.’ Aristotle was essentially writing about emotional 
intelligence – essentially highlighting that all social and emotional interactions 
should be informed by the emotions that we identify in our audience. The first 
step to effective social interaction is social perception. Social perception 
involves doing a social scan or taking a contextual snapshot. This will allow you 
to anticipate what your next moves should be, what kind of empathy or 
understanding you need to exercise and then how you should respond 
appropriately. The key to social perception is being mindful or present – without 
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which you will not fully appreciate the social context. Once a social context has 
been perceived, social interaction is the next step. When you engage with others 
effectively you need to listen actively, strive to establish connections and build 
relationships and these are best achieved when you are transparent, direct and 
open. Taking cognisance of diversity is a vital part of social interaction, but more 
important is the inclusiveness that follows as a logical action to the 
acknowledgement of diversity. Inclusiveness is the operationalising of diversity 
difference. Social Effectiveness is the culmination of the EQ journey that 
commences with self-awareness. Social effectiveness is determined by how you 
manage conflict, how you influence others, how you are pleasantly assertive, 
how you let grudges and conflicts go and how you co-operate and interact with 
others for the best possible outcome. – (Thurlow & Janssens, 2017).  
 
Goleman’s description of emotional intelligent individuals includes five main characteristics, 
self-awareness, self-management, self-motivation, social awareness and interpersonal 
relationships. His views appear to align well with the new emotional intelligence model currently 
being developed by Thurlow and Janssens (2017). The new model currently being developed in 
South Africa by South Africans, Dr J. Thurlow and Mrs K. Janssens proposes a division of the 
Self EQ and the Social EQ. Each section consists of three codes and each code is divided into 
five different keys. Tables 2 and 3 highlight the Self EQ and Social EQ with their codes and 
keys. 
 
SELF-EQ Key 1 Key 2  Key 3 Key 4 Key 5 
Code 1: Self-awareness Values Emotions Capabilities Flexibility Reflection 
Code 2: Self-worth Respect Independence Optimism Confidence Drive 
Code 3: Self-regulation Stress 
Management 
Motivation Forgiveness Adaptability Humour 
Table 2: Self EQ 
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SOCIAL-EQ Key 1 Key 2  Key 3 Key 4 Key 5 
Code 1:  Social Perception Contextual 
Snapshotting 
Anticipation Empathy Responsiveness Being Present 
Code 2: Social Interaction Diversity 
Leverage 
Inclusiveness Openness Networking Active Listening 
Code 3: Social Effectiveness Conflict 
Management 
Influencing Assertiveness Letting Go Co-operation 
Table 3: Social EQ 
 
Although there is no empirical research available on this assessment tool, and it is still in the 
developmental process, the researcher opted to use this assessment tool for two reasons. The first 
is because this model is being developed in South Africa, by South Africans, for South Africans. 
Further to this, by using this model, the research results may be able to contribute significantly 
to a South African based Emotional Intelligence model depending on the research findings. 
Based on the Tables 2 and 3, it appears that Thurlow & Janssens (2017) have significantly 
expanded from Goleman’s five model descriptors. The researcher is of the view that the 
expansion as proposed by Thurlow and Janssens (2017) may provide significant insight into the 
level of socio-emotional functioning of an individual. In light of the above proposition it can be 
argued that the individualistic keys can assist greatly in pinpointing the areas of emotional 
functioning where socio-emotional development is needed but will also highlight the areas of 
effective functioning.  
In his book “Emotional Intelligence” Goleman (1995) writes that a friend only referred to by the 
name LeDoux once said the following: “some emotional reactions and emotional memories can 
be formed without any conscious, cognitive participation at all” (p. 18). He further elaborates by 
explaining that the amygdala, responsible for the processing of emotions “can house memories 
and response repertoires that we enact without realising why we do so because the shortcut from 
the thalamus to amygdala completely bypass the neocortex. This bypass seems to allow the 
amygdala to be a repository for emotional impressions and memories that we have never know 
about in full awareness” (Goleman, 1996, p. 18). This appears to align well with research 
findings suggesting that “during the first few milliseconds of us perceiving something we not 
only unconsciously comprehend what it is but decide whether we like it or not; the ‘cognitive 
unconscious’ presents our awareness with not just the identity of what we see but an opinion 
about it” (Goleman, 1996, p. 18).  
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EI helps us to cope with environmental pressures and the demands that come with it in an 
effective way, and assist us in having effective and healthy communication skills (Pinar et al., 
2017). People who are emotionally intelligent can overcome challenges more easily as they are 
able to adapt quickly when the unexpected happens (Stein & Book, 2000). A large amount of 
research has found that individuals who have higher levels of emotional intelligence tend to be 
happier in life and are also more productive on both a private and professional level (Herrera et 
al., 2015; Pinar et al., 2017; Stein, 2015; Stein & Book, 2000). It can therefore be argued that it 
is important to have EI because EI helps us to become personally and socially aware of the socio-
environmental challenges, it assists us to effectively manage stressful environments and enable 
us to quickly adapt to challenges which we can in turn solve by using rational reasoning.  
This brings us back to Ajzen’s (1991) argument that behaviour is not always performed under 
resolute control and that one should view behaviour on a continuum, specifically, the perceived 
behavioural control (TBP) that refers to the ease or difficulty in which an individual reacts to a 
specific stimulus which is influenced by past experiences and perceived obstacles. This appears 
to also align significantly well with the explanation by Goleman (1995) that our emotional 
reactions take place in the cognitive unconscious, based on our repository for emotional 
impressions and memory.  
2.13 Aligning Theory to The Digital Culture: Misrecognition of Conditioned Behaviour 
This section will highlight the significance between the literature and the theoretical frameworks 
used in this study. It is important to note that definition of cyberbullying used for the purpose of 
this study aligns well with the views of Ajzen’s (1991) notion on perceived behavioural control, 
and with the views of Olweus (1993), Barlett and Gentile (2012) and Bourdieu (2005) as it 
encompasses the power imbalance between the perpetrator and the victim.  
Globally it appears that Cyber threats have been a long-standing concern of the digital world. 
Recently the Internet Society marked their 25th anniversary advocating for secure internet that 
benefits all. Their Global Internet Report: Paths to our digital future, touched on the penetration 
of cyber threats. Cybercrime may just end up determining the type of relationship we have with 
the internet and the extent to which we allow the internet to dictate that relationship (Internet 
Society, 2017). Interestingly in 2015, The North Atlantic Treaty Organisation released a press 
statement in which they declared that cyberspace has become an additional domain of warfare 
(Paganini, 2016). Considering their strong declaration made by the North Atlantic Treaty 
Organisation on cyberspace and the threats that comes with it, it is safe to say inferring 
cyberbullying to be a form of symbolic violence, now seems not that far off.  
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Electronic media can give an individual a sense of power they do not experience during face to 
face encounters (Berarducci, 2009). A similar notion in the first facet of the Barlett & Gentile 
(2017) cyberbullying model is highlighted, in which it was mentioned that the perpetrator realises 
the anonymity on ICT platforms, so their physical appearance becomes irrelevant. Therefore, the 
perpetrator can exert his or her power on the victim without leaving any physical traces which in 
a cyber world is not necessary to cause harm. The perceptiveness in cyberspace is, that it is more 
challenging for the victim to identify the perpetrator, and thus in the cyber world it is easier to 
cause harm, which also relates to the fourth facet of the Barlett & Gentile cyberbullying model 
(Barlett, 2017). Cyberbullying indeed appears to be a form of symbolic violence aggressed on a 
micro level which is subtle and accepted as the “norm”. This “norm” appears to be accepted not 
only amongst adolescents, but also the youth and adults alike. Hinduja & Patchin (2010) were 
indeed correct in saying that it is an invasive phenomenon, that negatively impacts the victim, 
however the researcher is of the view that this invasive cyber violence phenomenon is partially 
related to the subjective norm as highlighted by Pabian and Vandebosh (2014), as being a 
perceived social pressure which influences the individual to affect or not to affect a specific 
behaviour. Secondly, the researcher is of the view that the actions based on the subjective norm 
is based on the perceived behavioural control (Ajzen, 1991) that may be misrecognised as the 
“norm”.  
The cognitive process (although unconsciously) taking place during the first facet of the Barlett 
and Gentile cyberbullying model is also highly aligned with Bandura’s theory of self-efficacy 
and the notion as highlighted by Ajzen (1991) of perceived behavioural control, as stressed in 
his theory of planned behaviour. It is important to consider the above in relation to the way in 
which the brain processes this information as highlighted by Goleman (1995). The neocortex 
consists out of the frontal, parietal, occipital and temporal lobes. As briefly highlighted by 
Goleman (1995), the thalamus receives a stimulus which bypasses the neocortex and 
immediately allows the amygdala to form an emotional impression. 
Considering that the thalamus is responsible for controlling the automating nervous system and 
to organise behaviour related to survival (for example flight, fight, or freeze) (Sternberg & 
Sternberg, 2012) and bypasses the neocortex which consists out of the frontal lobe; responsible 
for motor processing, abstract reasoning, problem solving, planning and judgement, the parietal 
lobe; responsible for somatosensory processing, the occipital lobe; generally associated with 
visual processing and the temporal lobe; responsible for auditory processing (Sternberg & 
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Sternberg, 2012). This means that the information received by the thalamus is not processed in 
the frontal lobe where problem solving and reasonable judgement takes place.  
Therefore, without the information being “filtered” through the frontal cortex, the amygdala can 
only process the stimuli based on historically inculcated response repertories. The behavioural 
response is then performed without complete control, due to the lack in reasonable judgement 
and problem-solving filtering. Ajzen (1991) argues that all behaviour is not necessarily exercised 
through complete control as many internal and external factors contribute to the successful 
execution of a specific behaviour. These internal and external factors relate back to the subjective 
norm.  
These factors, built on three belief-based notions, encompass the theory of planned behaviour, 
which was initially built on Bandura’s theory of self-efficacy. Ha (2017) highlights that through 
the need for dominance and power and when achieved, it helps the perpetrator with emotional 
regulation, upholds their image and ignorantly believes that their aggressive behaviour will assist 
them to achieve their goals. The combination of these notions refers to an individual’s own 
convictions, inculcated from a young age and learned through observation (Bourdieu, 2005). 
Bourdieu’s (as cited in, Reed-Danahay, 2005) insight into cultural arbitrary highlights the 
significance of misrecognition and the unavoidable complicity of this invasive phenomenon.  
2.14 Conclusion  
Feelings and emotions play an integral part in the daily lives of adolescents and can consequently 
affect social behaviour, emotional responses and academic performance. Recent finding in 
research from a two-year intervention program on emotional intelligence suggested that those 
individuals who have a higher than average EI can more effectively cope with and manage 
environmental and social demands and pressures (Viguer et al., 2017). Therefore, it is crucial to 
conduct research into the emotional intelligence levels of learners in relation to their behaviours 
on ICT’s in order to develop strategies and preventative measures when dealing with 
cyberbullying as a form of symbolic violence inculcated in our youth.  
The chapter that follows will look at the findings from the descriptive information obtained from 
the survey as well as the EQ measured used to determine the level of emotional intelligence 
functioning amongst adolescents who have experienced cyberbullying as either a victim, 
bystander, perpetrator or who had no involvement at all.  
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CHAPTER 3: RESULTS 
3.1 Results of Data Analysis 
The research design of this study was cross-sectional in nature and applied a descriptive 
quantitative research methodology. Descriptive data merely reports on the appearances observed. 
The main aim of the research was to report on the emotional intelligence levels of learners 
between the ages of fourteen to sixteen years who have been exposed to cyberbullying as either 
the victim, bystander or perpetrator. Learners were also given the opportunity to select the 
options that they were not at all exposed to cyberbullying.  
The first section will briefly set out some demographic information such as gender, grade, 
ethnicity group and how adolescents self-identified as a victim, bystander or perpetrator of 
cyberbullying. The section that follows will discuss seven specific questions asked in relation to 
cyberbullying and the responses received. The third section in this chapter will discuss both the 
main hypothesis question and the secondary questions posed in Chapter 1. The last section will 
briefly discuss the results of the reliability analysis obtained for the EQ measure. 
SECTION A: DEMOGRAPHICAL INFORMATION 
3.2 Demographic profile of the sample 
The sample consisted of an urban private school in Pretoria, Gauteng. Initially it was anticipated 
that Grade 8-10 will participate, however during the data collection process only the Grade 8 and 
Grade 9 learners participated after consent forms were sent out to parents. The total number of 
Grade 8 to 9 learners amounts to 314. A total of 124 consent letters were received. Thus, the 
response rate for participation was 39.5%, which was much higher than initially expected. From 
the 124, approximately 67% (n = 83) of the forms indicated that the parents would like to receive 
feedback on the results of the study. Those learners from whom the consent letters were obtained 
participated in the study. Learners were asked to provide their name and surname in order for the 
researcher to verify that the consent form was received. Interestingly, from those learners who 
participated in the study, 10% (n = 12) of the respondents used the word “anonymous” or 
“pseudonym” or only “Jan” (“Jan” is merely used for illustrative purposes) as their name and 
2.5% (n = 3) learners used an emoticon for their name. Although the researcher was unable to 
confirm whether the consent form was received, a reasonable assumption was made that the 
remainder of the consent forms belonged to the 15 learners who were not comfortable to disclose 
their identity.  
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3.3 Demographics: Gender, Grade and Population Group 
In total 124 learners completed the survey. From the 124 respondents, 52.4% (n = 65) were male 
learners and 41.9% (n = 52) were female learners, 5.6% (n = 7) learners preferred not to reveal 
their gender identity (see Figure 2). Learners from Grade 8 & 9 participated in the survey. From 
the 124 participants 67% (n = 83) were from Grade 8 and 33% (n = 41) were from Grade 9 (see 
Figure 3). An interesting observation is that more male learners participated in the survey in 
relation to female learners. Further to this, it was also interesting to note that 5.6% of participants 
“preferred not to say” with which gender they identified. The majority of respondents were Black 
African (75.8%). The remainder of respondents were coloured (13.7%), Indian (8.1%), 
Caucasian (1.6%) and Asian (0.8%) (see Figure 4).  
 
Figure 2: Gender Distribution 
 
 
Figure 3: Grade Participation  
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Figure 4: Population Groups 
3.4 Social Media Platforms  
Respondents were asked to indicate which social media platforms they used. The social media 
platforms included in the survey was Facebook (FB), WhatsApp (WA), Twitter (TW), Instagram 
(INSTA), Facebook messenger (FM), Skype (SK), Tumblr (TUM), imo (IMO), Telegram 
(TELG), and LinkedIn (LINK). Respondents also had the opportunity to select “other” as an 
option and provide the name of the social media platform, however none of the respondents 
selected “other”. From the 124 respondents 86.3% (n = 107) indicated that they used WhatsApp 
and 54% (n = 67) of respondents indicated that they also used Instagram. It is interesting to note 
that only 7.3% (n = 9) of respondents indicated that they used Facebook as a social media 
platform. However, findings in research have suggested that Facebook is one of the most utilised 
social media platforms (Camacho, Hassanein, & Head, 2018; Qwerty Digital, 2017).  
 
Figure 5: Social Media Platforms 
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3.5 Self-Identification according to gender: Victim, Bystander or Perpetrator 
Learners were asked to select the options with which they identified the most. Learners were 
allowed to select more than one. The options were as follows:  
• I have been a victim of cyberbullying 
• I have seen someone else been bullied on social media 
• I have been guilty of cyberbullying someone else 
• None of the above 
 
The majority of respondents (58.1%) (n = 72) self-identified as bystanders of which 51.4%% (n 
= 37 of 72) were male, 41.7% (n = 30 of 72) were female and 6.94% (n = 5 of 72) did not disclose 
their gender identity. Self-identified victims appeared to be the second largest with 21% (n= 26) 
of respondents. Some respondents also self-identified with being both a Victim and Bystander 
(8.9%) (n = 11) and some reported to be Victim, Bystander and Perpetrator (5.6%) (n =7).  
However, interestingly only one respondent who chose not to disclose their identity (i.e.: name 
and surname), also reported to be a perpetrator (only) of cyberbullying. This was also one of the 
participants who used a pseudonym as “Jan”. The participants were also given the option to select 
“none of the above”, however not one respondent selected this option.  
 
Table 4: Self-Identified - Grouped according to Gender 
 
 
Cross tabulation: GENDER* Self-Identified Groups of Victim, Bystander Perpetrator   
  
GENDER 
  
Total 
  
Male  % Female %  
Prefer 
not to 
say 
%  % 
Self-
Identified 
Groups of 
Victim, 
Bystander 
Perpetrator 
Victim 15 12.1% 11 8.9% 0 0.0% 26 21.0% 
Bystander 37 29.8% 30 24.2% 5 4.0% 72 58.1% 
Perpetrator 5 4.0% 3 2.4% 0 0.0% 8 6.5% 
Victim & 
Bystander 
4 3.2% 6 4.8% 1 0.8% 11 8.9% 
Victim, 
Bystander & 
Perpetrator 
4 3.2% 2 1.6% 1 0.8% 7 5.6% 
Total 65 52.4% 52 41.9% 7 5.6% 124 100% 
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3.6 Social Media behaviours 
Learners were asked seven questions regarding their behaviour on social media. The seven 
questions were as follows:  
1. Have you ever said something hurtful to someone else on any social media platform? 
(including WhatsApp) (SSH) 
2. Have you ever sent a message to someone, about another person, that could hurt their 
feelings? (Gossip) (GOSSIP) 
3. Have you ever stood up for someone else when you see something hurtful is said about 
them or to them on social media? (SUFSE) 
4. Have you ever blocked someone from any of your social media platforms? (BFSM) 
5. Have you ever shared something on social media that is personal about someone else 
without obtaining their permission? (SSPWP) 
6. Have you ever shared messages, photos or videos on social media, of someone else that 
could hurt them in any way? (SMPVH) 
7. Have you ever deliberately done something on social media that you know was wrong, 
and that could hurt someone else? (DDWH) 
 
With regards to the question relating to gossip, interestingly only 36% (n = 44) respondents of 
124 admitted having “gossiped” about someone else. From those (n = 44) participants who 
admitted that they have been guilty of “gossiping” 36,4% (n = 16) were male and 52,3% (n = 23) 
were female. From the male respondents 9,1% (n = 4) and female respondents 4,5% (n = 2) have 
also identified themselves as perpetrators. It is however interesting to note that 84,1% (n = 37) 
have admitted to “gossiping” however they identified themselves as either a Victim or a 
Bystander.  
Cross tabulation: Have you ever sent a message to someone, about 
another person, that could hurt their feelings? (Gossip). 
Table 5: Social Media Behaviour: Have you ever sent a message to someone, about another person, that could 
hurt their feelings? (Gossip).  
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
  
n % n % n % 
Total 
n 
Total 
% 
Male Yes 3 6.8% 9 20.5% 4 9.1% 16 36.4% 
Female Yes 7 15.9% 14 31.8% 2 4.5% 23 52.3% 
Prefer not to 
say 
Yes 1 2.3% 3 6.8% 1 2.3% 
5 11.4% 
 Total 11 25.0% 26 59.1% 7 15.9% 44 100.0% 
57 
 
Question 3 asked participants if they have ever stood up for someone else. From the 124 
participants, 70% (n = 87) respondents indicated that they have stood up for someone else, and 
interestingly, half (8%) of those who self-identified as being a perpetrator were amongst the 70%. 
Further to this, more than half (62%) of respondents indicated that they have blocked someone 
from their social media networks. Previous findings have suggested that learners block others 
from social media as a form of prevention from becoming a victim (Shin & Kang, 2015), or when 
a relationship (i.e.: friendship) dissolves (Lowry et al., 2017).  
 
Table 6: Social Media Behaviour - Have you ever stood up for someone else when you see something hurtful is 
said about them or to them on Social Media? 
 
Table 7: Social Media Behaviour - Have you ever blocked someone from any of your social media platforms? 
With regards to the four questions pertaining to cyberbullying perpetrator behaviour, 35% (n = 
43) responded yes to: “Have you ever said something hurtful to someone else on any social media 
platform?” (Including WhatsApp) (SSH), 18% (n = 22) responded yes to “Have you ever shared 
something on social media that is personal about someone else without obtaining their 
permission?” (SSPWP), 23% (n = 29) responded yes to “Have you ever shared messages, photo's 
or videos on social media, of someone else that could hurt them in any way?” (SMPVH) and 
31% (n =37) responded yes to “Have you ever deliberately done something on social media that 
you know was wrong, and that could hurt someone else?” (DDWH).  
 
cross tabulation: Have you ever stood up for someone else when you see something 
hurtful is said about them or to them on Social Media? 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
 
 
n % n % n % Total n % 
Male Yes 13 14.9% 28 32.2% 5 5.7% 46 52.9% 
Female Yes 11 12.6% 25 28.7% 2 2.3% 38 43.7% 
Prefer not 
to say 
Yes 1 1.1% 2 2.3% 0 0.0% 3 3.4% 
 Total 25 28.7% 55 63% 7 8.0% 87 100% 
 cross tabulation: Have you ever blocked someone from any of your social media 
platforms? 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
 
 
n % n % n % 
Total 
n 
% 
Male Yes 9 10.8% 25 30.1% 6 7.2% 40 48.2% 
Female Yes 11 13.3% 28 33.7% 2 2.4% 41 49.4% 
Prefer 
not to 
say 
Yes 0 0.0% 2 2.4% 0 0.0% 2 2.4% 
 Total 20 24.1% 55 66.3% 8 9.6% 83 100% 
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Interestingly, only between 5% - 9% of 124 respondents self-identified as cyberbullying 
perpetrators. The majority of learners who responded yes to these questions mostly appear to 
self-identify as “bystanders” of cyberbullying. For SSH, 44,2% (n = 19) reported to be bystanders 
and 39,5% (n = 17) reported to be victims of cyberbullying themselves. SSPWP highlighted 
45,5% to be bystanders and 22,7% to be victims. Similarly, for SMPVH and DDWH, 51,7% and 
51,4% reported to be bystanders and 31% and 32,4% reported to be victims of cyberbullying 
respectively. 
Cross tabulation: SSH * Have you ever said something hurtful to someone else on any 
social media platform? (including WhatsApp) 
 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
  
 
n % n % n % Total n % 
Male Yes 8 18.6% 7 16.3% 3 7.0% 18 41.9% 
Female Yes 7 16.3% 5 11.6% 3 7.0% 15 34.9% 
Prefer 
not to 
say 
Yes 2 4.7% 7 16.3% 1 2.3% 10 23.3% 
  Total 17 39.5% 19 44.2% 7 16.3% 43 100.0% 
Table 8: SSH: Said something hurtful question 
Cross tabulation: SSPWP* Have you ever shared something on social media that is 
personal about someone else without obtaining their permission? 
 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
  
 
n % n % n % Total n % 
Male Yes 2 9.1% 7 31.8% 4 18.2% 13 59.1% 
Female Yes 3 13.6% 2 9.1% 3 13.6% 8 36.4% 
Prefer 
not to 
say 
Yes 0 0.0% 1 4.5% 0 0.0% 1 4.5% 
  Total 5 22.7% 10 45.5% 7 31.8% 22 100% 
Table 9: SSPWP: Shared without permission question 
 
Cross tabulation: SMPVH* Have you ever shared messages, photos or videos on social 
media, of someone else that could hurt them in any way? 
 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
  
 
n % n % n % Total n % 
Male Yes 4 13.8% 5 17.2% 3 10.3% 12 41.4% 
Female Yes 3 10.3% 3 10.3% 1 3.4% 7 24.1% 
Prefer 
not to 
say 
Yes 2 6.9% 7 24.1% 1 3.4% 10 34.5% 
  Total 9 31.0% 15 51.7% 5 17.2% 29 100.0% 
Table 10: SMPVH: Shared hurtful content 
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Cross tabulation: DDWH* Have you ever deliberately done something on social media that 
you know was wrong, and that could hurt someone else? 
 
GENDER 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
  
 
n % n % n % Total n % 
Male Yes 6 16.2% 5 13.5% 3 8.1% 14 37.8% 
Female Yes 4 10.8% 7 18.9% 2 5.4% 13 35.1% 
Prefer 
not to 
say 
Yes 2 5.4% 7 18.9% 1 2.7% 10 27.0% 
  Total 12 32.4% 19 51.4% 6 16.2% 37 100.0% 
Table 11: DDWH: Deliberate actions 
3.7 Summary of the key findings 
The findings above highlighted that the participation rate for this study (39.5%) was significantly 
higher than the expected participation rate of about 10%. An interesting finding was that some 
learners used pseudonyms such as “Jan”. The majority of pseudonyms used were traditional 
Afrikaans names, however interestingly the majority of participants (75.8%) were Black 
Africans. Further to this it has been reported that Facebook is one of the most utilised social 
media platforms (Camacho et al., 2018; Qwerty Digital, 2017; Wessels & Diale, 2017), yet only 
7.3% of participants indicated that they used Facebook. Perhaps, given the findings above, this 
just highlight the level of fearfulness amongst learners to be identified. Lastly, a number of 
respondents reported to have gossiped (36%), distributed harmful messages or material (23.4%) 
and deliberately did something that may cause harm to another (29.8%), yet did not self-identify 
as being a perpetrator of cyberbullying. These findings seem to support the notion that bullying 
and cyberbullying is perceived to be part of school experiences and growing up (Blake & Louw, 
2010; Heath & Artz, 2017; Hinduja & Patchin, 2015).  
SECTION B: EMOTIONAL INTELLIGENCE MEASURE 
3.8 Emotional Intelligence Levels  
The emotional intelligence measure used is currently a measure being developed in South 
Africa. Table 12 displays the current measurable outcome level rank score.  
EQ LEVEL PERCENTILE RANK SCORE 
YOUR EQ IS EVOLVED 86 – 100% 5 
YOUR EQ IS ADVANCED 70-85% 4 
YOUR EQ IS EFFECTIVE 60-69% 3 
YOUR EQ IS 
DEVELOPING 
50-59% 2 
YOUR EQ NEEDS TO BE 
DEVELOPED 
0-49% 1 
Table 12: Emotional Intelligence Measure - Level Rank Score 
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The emotional intelligence measure is also divided into two groups, the Self-EQ and the Social-
EQ. Therefore, the descriptive date for the overall EQ of learners will be discussed as well as the 
findings from both the Self-EQ and the Social EQ.  
Based on 124 responses from learners, the mean EQ of all the learners who participated in the 
study is 3.19. This score falls within the effective emotional intelligence functioning range (score 
of 3) for their combined EQ scores (TEQ). Thus, the majority of respondents (66.1%) (n = 82) 
appeared to have an effectively functioning level of EQ.  
Interestingly only 7.3% (n = 9) of learners fell with in the developing EQ range (score of 2). 
Moreover, 26.6% (n =33) appears to have already reached an advanced level of EQ functioning 
with a score of 4. Another interesting observation is that more male learners (13.7%) than female 
learners (11.3%) have already developed an advanced EQ.  
Similar observations can be made for both the Self-EQ and Social-EQ. The majority of learners 
appear to have an effective level of emotional intelligence, 60.5% (n = 75) was reported for the 
Self-EQ and 68.5% (n = 85) for the Social-EQ. However, the number of respondents with an 
advanced Self-EQ appear to be 12.1% more than respondents with an advanced Social-EQ. 
Table 13: Gender Distribution - EQ of self and social 
It is however important to note that the number of respondents (n = 124) is not a substantial 
number, and therefore any inferences from the data should be made with significant caution.  
 
 
 
Cross tabulation: GENDER & EQ, Self-EQ & Social-EQ   
 Male Female Prefer not to say Total 
    n % n % n % n % 
Total 
EQ 
(TEQ) 
Developing 3 2.4% 6 4.8% 0 0.0% 9 7.3% 
Effective 45 36.3% 32 25.8% 5 4.0% 82 66.1% 
Advanced 17 13.7% 14 11.3% 2 1.6% 33 26.6% 
Total 65 52.4% 52 41.9% 7 5.6% 124 100% 
Total 
Self EQ 
(TSEQ) 
Developing 0 0.0% 7 5.6% 0 0.0% 7 5.6% 
Effective 44 35.5% 26 21.0% 5 4.0% 75 60.5% 
Advanced 21 16.9% 19 15.3% 2 1.6% 42 33.9% 
Total 65 52.4% 52 41.9% 7 5.6% 124 100% 
Total 
Social 
EQ 
(TCEQ) 
Developing 5 4.0% 7 5.6% 0 0.0% 12 9.7% 
Effective 47 37.9% 32 25.8% 6 4.8% 85 68.5% 
Advanced 13 10.5% 13 10.5% 1 0.8% 27 21.8% 
Total 65 52.4% 52 41.9% 7 5.6% 124 100% 
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SECTION C: ADDRESSING THE RESEARCH QUESTIONS  
3.9 Hypothesis  
The aim and objective of this study was to investigate the emotional intelligence levels of 
learners who self-identify as perpetrators, victims or bystanders of cyberbullying. In this 
research, the hypothesis in respect of emotional intelligence levels of learners who self-identify 
as perpetrators, victims or bystanders of cyberbullying is addressed.  
3.9.1 Influence of gender in cyberbullying involvement 
To determine the influence of gender in cyberbullying involvement, the researcher chose to use 
a single item measure in which participants were asked “how do they identify themselves”, as a 
victim, a bystander or a perpetrator or none of the above. As none of the respondents selected 
the option to indicate that they have not experienced cyberbullying at all, all three categories 
namely victim, bystander and perpetrator were used. It is also important to highlight that the 
seven learners who chose not to disclose their gender were not included for this hypothesis test. 
Thus only 117 of 124 responses were used.  
 
A Mann-Whitney U test revealed no significant difference in male and female respondents who 
self-identified as either a Victim (males (n = 65) and females (n = 52), U = 1670.5, z = -.129, ns, 
p = 0.898), a Bystander (males (n = 65) and females (n = 52), U = 1625, z = -.453, ns,  p = 0.650 
or a Perpetrator (males (n = 65) and females (n = 52), U = 1618.5, z = -.689, ns, p = 0.485). It 
should be noted that the 2-proportions z-test, which would also be appropriate to apply to this 
data, give similar p-values of 0.897, 0.647 and 0.475 for victim, bystander and perpetrator, 
respectively, leading to similar outcomes.  
Ranks 
 
GENDER N Mean Rank Sum of Ranks 
Perceive self as Victim Male 65 59.30 3854.50 
Female 52 58.63 3048.50 
Total 117   
Perceive self as Bystander Male 65 60.00 3900.00 
Female 52 57.75 3003.00 
Total 117   
Perceive self as Perpetrator Male 65 57.90 3763.50 
Female 52 60.38 3139.50 
Total 117   
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Test Statisticsa 
 
Perceive self as 
Victim 
Perceive self as 
Bystander 
Perceive self as 
Perpetrator 
Mann-Whitney U 1670.500 1625.000 1618.500 
Wilcoxon W 3048.500 3003.000 3763.500 
Z -.129 -.453 -.698 
Asymp. Sig. (2-tailed) .898 .650 .485 
a. Grouping Variable: GENDER 
Table 14: A Mann-Whitney U Test: Girls appear more involved in Cyberbullying than boys 
The initial hypothesis was as follows:  
There is a difference in cyberbullying involvement for girls and boys.  
H0: GirlsCyberB = BoysCyberB 
H1: GirlsCyberB ≠BoysCyberB 
The results of the analysis indicate that there is no significant difference between the groups, U 
= 1670, p > 0.05, ns, U = 1625, ns, p > 0.05, U = 1618, ns, p > 0.05. Because the p-value is 
greater than 0.05. (p > 0.05). Therefore, the researchers fail to reject the null hypothesis and 
concludes that there is insufficient evidence to support a statistically significant difference.   
3.9.2 Difference in Emotional Intelligence levels of perpetrators and bystanders.  
In order to determine if there is a difference in emotional intelligence levels of cyberbullying 
perpetrators and cyberbullying bystanders, a Kruskal-Wallis test revealed that there was no 
statistical significance in the difference of emotional intelligence levels of bystanders and 
perpetrators. (Developing, n = 9; Effective, n = 82; Advanced, n = 33, Kruskal-Wallis = 6.950, 
p = 0.139).  
Ranks 
Self-Identified Groups of Victim, Bystander 
Perpetrator 
N Mean Rank 
TEQ 
Victim 26 55.38 
Bystander 72 68.10 
Perpetrator 8 46.31 
Victim & Bystander 11 55.73 
Victim, Bystander & Perpetrator 7 60.43 
Total 124  
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Test Statisticsa,b 
 TEQ 
Kruskal-Wallis H 6.950 
df 4 
Asymp. Sig. .139 
a. Kruskal-Wallis Test 
b. Grouping Variable: Self-Identified Groups of Victim, Bystander 
Perpetrator 
Table 15: Kruskal-Wallis H - There is a difference in emotional intelligence levels of cyberbullying 
perpetrators and cyberbullying bystanders 
The initial hypothesis was as follows:  
There is a difference in the emotional intelligence levels of cyberbullying perpetrators and 
cyberbullying bystanders.  
H0: EILCyberPerp = EILCyberByS 
H1: EILCyberPerp ≠ EILCyberByS 
From the mean ranks one can note that the Bystander group scored the highest on the emotional 
intelligence measure and the perpetrator group scored the lowest. However, this difference was 
not significant, H (4) = 6.960, p = 0.139 (> 0.05). Therefore, the researcher fails to reject the null 
hypothesis and concludes that there is insufficient evidence to support that there is a difference 
in emotional intelligence levels of cyberbullying perpetrators and cyberbullying bystanders. 
Given that both inferential statistics techniques applied showed no statistical findings it becomes 
important to determine whether it may be due to the measurement tool of emotional intelligence 
being recently developed. Thus, a reliability analysis was carried out. 
3.10 RELIABILITY ANALYSIS  
As previously noted, the Emotional Intelligence assessment tool which was used for the purpose 
of this study, is a measure that is still currently in development. It was therefore necessary to 
verify the internal consistency of the measurement. Cronbach’s alpha coefficients were used. For 
Cronbach’s alpha, a score of 0.699 - 0.70 is acceptable, 0.70 – 0.90 is good and any score above 
0.90 is excellent. The latter would provide evidence for internal consistency (Pallant, 2011). The 
Cronbach’s alpha coefficients for the full EQ measure yielded an exceptional alpha level score 
of 0.910, demonstrating that the full EQ measure holds strong reliability.  
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Table 16: Cronbach's Alpha: Full EQ Scale - All Variables 
 
Cronbach’s alpha coefficients were also calculated for both the Self EQ section as well as the 
Social EQ section of the measure. The Self EQ measure yielded a good alpha level score of 
0.834 and similarly the Social EQ measure yielded an alpha level score of 0.860.  
Scale: ALL VARIABLES: Self-EQ Scale 
 Reliability Statistics 
Cronbach's Alpha 
Cronbach's Alpha 
Based on 
Standardized Items N of Items 
.834 .851 75 
 
Scale: ALL VARIABLES: Social-EQ Scale 
 Reliability Statistics 
Cronbach's Alpha 
Cronbach's Alpha 
Based on 
Standardized Items N of Items 
.860 .866 75 
 
Table 17: Cronbach's Alpha: Self EQ Scale   Table 18: Cronbach's Alpha: Social EQ Scale 
 
3.11 CONCLUDING REMARKS 
This chapter presented the results of emotional intelligence levels of adolescents who experience 
cyberbullying in an urban school. From the results we can see that gender was not normally 
distributed between males, females and those respondents who did not identify with either male 
or female. From the respondents it appears that there is a fair number of respondents representing 
both males and females.  
The findings of this study show no significant differences between male and females and their 
involvement in cyberbullying. This appears to align with some previous research findings 
(Bauman et al., 2013; Du Preez & Prinsloo, 2017; Tustin et al., 2014). Similarly, the study also 
found no significant difference between the emotional intelligence levels of self-identified 
bystanders and self-identified perpetrators of cyberbullying. Previous research have also not 
found a significant difference (Beltrán-Catalán et al., 2018; Pinar et al., 2017), however 
consideration should be given that limited research has been done to determine differences in 
emotional intelligence levels of individuals who experience cyberbullying as either a victim, 
bystander or perpetrator and that the majority of findings reported have been mostly focused on 
victims of cyberbullying. Further to this, there is a large difference in adolescents who identified 
as bystanders (n = 83) and perpetrators (n = 15).  Further to this, half of those who self-identified 
as a perpetrator also self-identified as both a victim and a bystander. The researcher believes that 
Reliability Statistics 
Cronbach's 
Alpha 
Cronbach's 
Alpha Based on 
Standardized 
Items N of Items 
.910 .918 150 
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this study assists in highlighting a number of complexities on how emotional intelligence may 
or may not play a role in cyberbullying involvement. The chapter which follows will mainly 
consist of a discussion on the reported descriptive data. The limitations of the study will also be 
briefly highlighted, and recommendations will be made for future research.   
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CHAPTER 4: DISCUSSION 
4. DISCUSSION OF THE FINDINGS 
This chapter will discuss the findings in relation to the objectives of this research study. The first 
section will highlight the reliability of the measure used to determine the emotional intelligence 
levels of adolescence who participated in this study. Thereafter the results of the descriptive 
statistics will be discussed. The third section will discuss the results of the hypothesis questions 
which examined the relationship between cyberbullying and emotional intelligence. Thereafter 
the researcher will discuss the limitations of this study which will then be followed with a 
discussion on the recommendations for future research.   
4.1 Reliability and Validity of the Emotional Intelligence Assessment Tool.  
The emotional intelligence measure used for this study is a measure that is being developed in 
South Africa, specifically for the South African context. The measure is in the early development 
stage, and therefore the researcher cannot divulge significant details of the measure. However, 
the measure consists of a hundred and fifty questions, and from face validity the researcher is of 
the view that the items are easy to read and understand. A few questions were paraphrased with 
the permission of the developers, to ensure that it is context appropriate for the sample group. 
The researcher is of the view that the measure is fairly easy to use as the questions are answered 
in a Likert scale form. For each question learners responded by choosing one of the following: 
strongly agree, agree, neither agree or disagree, disagree and strongly disagree. The scoring of 
the measure, based on face validly is a bit more complex, and manual scoring may be 
challenging.  
Although the measure is still in the early developmental stage, the full EQ measure still yielded 
an excellent alpha score of 0.918 when reliability for internal consistency was run on SPSS 
(version 25) using Cronbach’s alpha coefficients. Similarly, the reliability for both the Self-EQ 
(0.834) and Social-EQ (0.860) yielded very good alpha coefficients. The results above on the 
internal consistency of the measure will be helpful to the developers, as it appears that the 
untested measure holds good reliability.  
It should however be noted that the reliability analysis is based on 124 participants and should 
therefore still be rigorously tested with a bigger sample size across various population groups. 
Although the sample size of 124 is too small to conclusively determine the reliability of the 
measure, the researcher is of the view that the results of the reliability analysis is sufficient to 
safely motivate that the scale appears to be appropriate to use for the South African context.  
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4.2 Biographical Descriptive Statistics.  
The intention of the researcher was initially to source participants in Grade 8, 9 and 10. However, 
it should be noted that due to calendar constraints, the participants were only from Grade 8 and 
9, and no Grade 10 participants were used. In total, there are 314 Grade 8 and 9 learners of which 
124 Grade 8 & 9 learners from whom consent letters were received participated in the study. The 
most interesting observation was that 10% of learners were not willing to provide their names. 
Words such as “anonymous” were used in the section where learners were asked to provide their 
names. One learner typed “pseudonym” where other learners used a pseudonym such as “Jan” 
or “Koos”. The most interesting were that three learners used emoji’s (emoticons) for a name. 
Two of the emoticons were those of faces, however the third emoji was a fire emoji which was 
used as the name of the participant. This is not surprising, considering that the language used in 
the digital world, especially amongst adolescents (Enochsson, 2007), consists of abbreviations 
such as “LOL” which means “laugh out loud” and or emoji’s.  
It is important to consider that although learners were given a brief of what the survey entailed, 
they did not know what type of questions will be asked. Considering, that during adolescents one 
develops an identity which is largely influenced by social relationships (DiClemente et al., 1996), 
perhaps the usage of the above pseudonyms and emoticons may speak largely to the fear of being 
identified. The fear of being identified may stem from the fear of retribution or harassment 
(Internet Society, 2017), or perhaps the fear of embarrassment or negative social stigma 
(Balakrishnan, 2018).  
In terms of the number of participants for each grade, the majority of learner participants (67%) 
were from Grade 8, and only 33% of learner participants were in Grade 9. It should however be 
noted that the participation was based on parental consent and therefore the researcher is of the 
view that no assumptions should be made based on the large variance in grade participation.  
From these participants 52.4% (n = 65) were male and 41.9% (n = 52) were female learners, and 
5.6% (n = 8) indicated that they preferred not to say with which gender they identified. It should 
however be noted that when the researcher compiled the gender identification section for the 
survey, no active cognitive thought took place as to why the third option was given to learners. 
Although 5.6% is relatively small in relation to 95.4% who did identify with a specific gender, 
it was still interesting that young adolescents, when given the opportunity were comfortable to 
highlight that they prefer not to say with which gender they identified.   
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The researcher was able to find one other South African study which specifically related to 
cyberbullying, which  also provided learners with the option “prefer not to say” (Scholtz, Turha, 
& Johnston, 2015). The findings from this study seems to align with the findings from Scholtz 
et al., (2015), who reported that 5% of respondents preferred not to disclose their gender. One 
may argue that perhaps the preference on noon disclosure was due to anonymity reasons, 
however only one out of the eight learners did not disclose their names. Thus, a reasonable 
assumption could be made that by disclosing their names, anonymity could not be considered as 
a contributing factor. Scholtz et al., (2015) postulated that perhaps the reluctance relates to issues 
around gender identity related to cyberbullying experiences, considering that findings in research 
have suggested that heterosexuality is still perceived largely as the naturalised norm, and those 
who do not conform are still being ostracized, especially in school settings amongst learners 
(Pawelczyk, Pakula, & Sunderland, 2014). The researcher tends to agree with the notion of 
Scholtz et al., (2015).  
In terms of population group distribution, the majority of learners who participated from the 
private urban school were Black African (75.8%), 13.7% were Coloured, 8.1% were Indian, 
1.6% were Caucasian and only 0.8% were Asian. Based on the information provided by the 
private urban school, the majority of their learners (98%) are Black African and 2% are Coloured, 
Indian and Caucasian. The researcher attempted to determine if these statistics were aligned with 
the population group in the area of close proximity to the school, however the latest statistics 
from Statistics South Africa were from 2011. Considering that the area is a newly developed 
urban area the statistics available from 2011 will not be useful for comparison purposes.   
4.3 The use of social media in an urban private school to perpetuate cyberbullying  
The majority (86.3%) of the respondents appear to use WhatsApp significantly more in relation 
to other forms of social media platforms. Instagram appears to be the second favourable social 
media platform as 54% of participants use this platform. Interestingly only 8,9% reported using 
twitter and even less (7.3%) reported using Facebook. However, a much more substantial amount 
of findings have suggested that Facebook is one of the most utilised social media platforms 
(Camacho et al., 2017; Lowry et al., 2017; Qwerty Digital, 2017; Reynolds et al., 2017; Wessels 
& Diale, 2017).  
Learners were asked to select the options with which they identified the most (see the options as 
set out in Chapter 3, Section 3.5, p. 55). Learners were allowed to select more than one. It was 
interesting to observe that none of the learners selected “none of the above”. Therefore, the 
researcher is of the view that one can safely assume that learners experience cyberbullying as 
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either a victim, a bystander or a perpetrator in one form or the other, and perhaps the prevalence 
of this phenomenon is higher than what has been reported in literature findings (Camacho et al., 
2018; Ha, 2017; Lomas et al., 2012). The main concern is that the majority of studies has focused 
on the prevalence of victims who experienced cyberbullying and very few studies have 
incorporated the experience of this phenomena as either the victim, bystander and/or perpetrator. 
It appears that due to the sensitive nature, scholars have argued that it is more difficult to identify 
perpetrators (Berarducci, 2009; Camelford & Ebrahim, 2016; Redmond et al., 2018). Although 
this may be true in the sense that perpetrators may be reluctant to self-identify, the researcher 
believes that by asking learners to rather identify their behavioural actions, one may be in the 
position to more accurately determine a true reflection of how learners experience cyberbullying 
as a phenomenon.  
The researcher asked seven questions relating to participants own behaviour on social media 
platforms (see questions listed in Chapter 3, Section 3.6, p. 56-59). Question 2 related to gossip, 
the researcher wanted to make a distinction between Cyberbullying perpetrator behaviour and 
“gossip” as findings in literature have reported that “gossip” on social media does not necessarily 
constitute an individual as being a “cyberbully” (Baldry, Farringtonb, Sorrentino, Farrington, & 
Sorrentino, 2016; Keskin, Akgün, Ayar, & Kayman, 2016; López-Pradas, Romera, Casas, & 
Ortega-Ruiz, 2017; Pabian & Vandebosch, 2016). Cyber gossip has been defined as “a form of 
seemingly innocent conversations that always involve evaluative nuances expressed by two or 
more people about somebody who is not present” (López-Pradas et al., 2017, p. 74). However, 
arguments have suggested that gossip and rumours may lead to another person’s reputation being 
damaged (Hinduja & Patchin, 2015; Willard, 2007).  
 
The researcher is of the view that cyber gossip should be constituted as a form of cyberbullying 
as it remains, and act or behaviour carried out repeatedly over time by one or more individual, 
against another person who cannot easily defend themselves. Once gossip or rumours have been 
disseminated on any ICT platform, it usually spreads like a wild fire within seconds of the first 
occurrence. This leaves the victim in a vulnerable position without having any control (cannot 
easily defend themselves) over further dissemination of the said message, post or tweet.  
 
Question 3 related directly to bystander behaviour, where Question 4 related more to the 
participants tolerance and cybersecurity awareness. Lastly, Questions 1, 5, 6 and 7 all related to 
cyberbullying perpetrator behaviour. Although the perpetrator questions appear to be vague it 
should be noted that the questions did not relate to gossip as a distinction was made between 
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gossip and other behaviour which may be hurtful or harmful to someone else. It was interesting 
to note that only 6.5% (n = 8) of learners self-identified with being a perpetrator (only) of 
cyberbullying and 5.6% (n -= 7) self-identified as a victim, bystander and perpetrator of 
cyberbullying. However, based on the four bullying perpetrator questions, the researcher added 
the learners who responded “yes” to the four bullying perpetrator questions. The “possible” 
cyberbullying perpetrators increased from 12.1 % to 31.5% (n = 39).  
 
Self-Identified Groups of Victim, Bystander Perpetrator * Four Perpetrator Questions 
Cross Tabulation 
 Four Perpetrator Questions 
Yes % No % Total % 
Self-
Identified 
Groups of 
Victim, 
Bystander 
Perpetrator 
Victim 12 9.7% 14 11.3% 26 21.0% 
Bystander 14 11.3% 58 46.8% 72 58.1% 
Perpetrator 5 4.0% 3 2.4% 8 6.5% 
Victim & 
Bystander 
3 2.4% 8 6.5% 11 8.9% 
Victim. Bystander 
& Perpetrator 
5 4.0% 2 1.6% 7 5.6% 
Total 39 31.5% 85 68.5% 124 100% 
Table 19: Perpetrator behaviour 
Based on these findings, it appears that a number of learners misrecognised their perpetrating 
behaviours. The researcher is of the view that these findings highlights the notion that peoples 
convictions based on past experiences contribute significantly to the perceived behavioural 
control (Ajzen, 1991). This perceived control appears to be exercised without any conscious 
thought, which beautifully highlights that microaggression takes place without any filtering 
through the frontal cortex of the brain (Goleman, 1996). The researcher thus reiterates the earlier 
statement that Bourdieu’s notion about cultural arbitrary significantly highlights the ease in 
which this misrecognised phenomenon takes place through unavoidable complicity (Reed-
Danahay, 2005). It is however important to highlight that the sample size from this study is 
relatively small, and thus further studies with much larger sample sizes are needed to support the 
observations from this study.  
4.4 Emotional Intelligence levels of Adolescents who experience cyberbullying in an 
urban private school  
The emotional intelligence measure used is in its early development phase. However, the 
researcher is of the view that based on the results of Cronbach’s alpha (Cronbach's α = 0.91) the 
measure appears to hold strong internal consistency. Thus, the researcher can safely motivate 
that the results of the emotional intelligence levels of adolescents can be discussed with 
confidence.  
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The emotional intelligence scores were calculated on the overall EQ, The Self-EQ and the Social-
EQ (see Table 13). The mean EQ was 3.19 which translates to a score of 3, meaning that all 
learners who participated in the study appeared to have an effective emotional intelligence.  
Similarly, the Self-EQ and Social-EQ fell within the effective level of the functioning range. 
Considering the score of three which falls within 60-69% functioning level, the findings from 
this study appears to be consistent with previous findings in research in which it was reported 
that adolescents appear to have effective emotional intelligence functioning (Extremera et al., 
2018; Ghanawat et al., 2016; Ranjbar, Khademi, & Areshtanab, 2017).  
At the same time, it may be argued that perhaps the score is too low for the EQ to be on an 
effective level of functioning. However, it should be considered that these are adolescents, still 
going through a large developmental transition and that emotional intelligence develops as the 
adolescent transitions into adulthood (Ha, 2017; Kapur, 2015).  
4.5 Cyberbullying involvement versus Gender 
It has been reported that males are more likely to be involved in traditional forms of bullying and 
that females tend to be more involved in indirect forms of bullying  (Baldry et al., 2016; Burton 
& Leoschut, 2013; Du Preez & Prinsloo, 2017; Kim et al., 2015; Ortega, Elipe, Mora-Merchán, 
Calmaestra, & Vega, 2009; Slonje & Smith, 2008). It was hypothesised that there would be a 
gender difference relative to cyberbullying.  
However, the findings from this study suggest there is no difference, specifically in relation to 
cyberbullying involvement between males and females. The findings from this study aligns with 
the findings from previous studies reporting that there is no difference between gender in relation 
to cyberbullying (Berarducci, 2009; Lomas et al., 2012; Monks et al., 2016; Pinar et al., 2017). 
It appears that based on these findings and previous findings in relation to gender, results have 
been inconsistent. The researcher is of the view that any form of violence irrespective of the 
genre in which it takes place does not discriminate against gender, race or religion.  
The findings from this study is also not surprising, considering the recent reports from the media 
where videos of traditional forms of bullying (more so, physical assault) surfaced and went viral 
on social media. In January 2018, The Citizen reported that a Grade 7 school girl was allegedly 
stripped naked by fellow classmates who accused the victim of stealing R10.00. According to 
the article, the fellow classmates allegedly dragged her to the girls’ bathroom, stripped her naked 
and searched her private areas for the R10.00 note. She was also threatened by the fellow 
classmates that they will put her head into a flushing toilet bowl (Keppler, 2018). More recently 
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in June 2018, Times Live reported on a video recorded of two school girls in Kwa-Zulu Natal 
(Wicks, 2018). The video shows the two girls having an argument, and seconds into the video 
the one girl physically assaults the other.  
The researcher argues that the mere fact that bystanders recorded the video and uploaded it on to 
ICT platforms is a form of cyberbullying perpetration itself. Currently there is no law in South 
Africa that clarifies nor prohibits cyberbullying specifically. However, as highlighted by Smit 
(2015), although we have the right to free expression and free speech, those rights are superseded 
by the right to equality, dignity and privacy (Smit, 2015). It should further be noted the researcher 
is of the view that the perpetrator is not merely the individual who uploaded the video recorded 
incident. It is important that we also consider the bystanders on ICT platforms, who shares such 
a recording or any form of other media that may cause harm to another person.   
The researcher argues that by uploading and/or sharing any material which may cause emotional 
distress or harm to another individual should also be viewed as cyberbullying perpetration. This 
argument is based on the three belief-based notions of the Theory of Planned Behaviour. 
Uploading or sharing material that is harmful to another person highlights the individual’s 
attitude towards the behaviour (A) (Pabian & Vandebosch, 2014) of “sharing”, the subjective 
norm, in which societal pressures influence our immediate responses (Pabian & Vandebosch, 
2014) without cognitively being conscious of the harm it may cause and lastly the notion of 
perceived behavioural control, meaning the ease or difficulty in which one perceives the 
behaviour (Pabian & Vandebosch, 2014), in this case “sharing” material that may cause harm to 
another individual. Sharing content about another person, without permission from the person of 
whom the material is shared, infringes on that person’s right to equality, dignity and privacy.   
4.6 Cyberbullying and Emotional Intelligence 
Individuals with higher levels of emotional intelligence are bystanders and perpetrators of 
cyberbullying will show lower functioning levels of emotional intelligence according to some 
researchers (Balakrishnan, 2018; Pinar et al., 2017). This hypothesis was not supported because 
the Kruskal-Wallis Test revealed that there was no significant difference in Emotional 
Intelligence levels of bystanders, perpetrators or victims. (Developing, n = 9; Effective, n = 82; 
Advanced, n = 33, Kruskal-Wallis = 6.950, p= 0.139) (see Table 15, p. 63). These findings appear 
to align with some previous findings in literature (Beltrán-Catalán et al., 2018; Slonje & Smith, 
2008). Similarly to the non-significant finding that girls appear to be more involved in 
cyberbullying than boys, there appears to be no significant difference in levels of emotional 
intelligence between and amongst perpetrators, bystanders and victims. A larger sample size may 
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possibly yield different results as a larger sample size may be able to detect significant 
differences.   
4.7 The perspective of the researcher  
The Barlett and Gentile (2012) Cyberbullying model seems to align well with the specific 
findings and those highlighted earlier on “bystander” behaviour (which also then appears to be 
perpetrators) when it comes to uploading and sharing harmful material on ICT platforms. This 
aspect relates specifically to the anonymity factor and that physical size is not relevant (Barlett, 
2017). This means, as highlighted by Barlett and Gentile in Facet 2 of their cyberbullying model, 
that behaviour towards cyberbullying becomes automatic and easily performed, due to the 
perceived “positive” attitudes the individual has formed towards cyberbullying penetration 
(Barlett & Gentile, 2012). This also seems to align strongly with the theory of planned behaviour 
as Sheppard et al., (1988) explained. When individuals (unconsciously) misrecognise a specific 
behaviour as “positive” and they observe the same behaviour from their “peers” the motivation 
behind the behaviour is not completely controlled (nor cognitively conscious) and therefore 
sharing media that may be harmful to another becomes an automated “like” or “share” through 
a push of a button.  
Moreover, it is imperative to highlight here, that the subjective norm (SN) as postulated in the 
theory of planned behaviour, highlights; that because individuals observe behaviour from 
“peers” and their “peers” responses to behaviours (in this case sharing or liking on social media) 
the action becomes autonomous. However, in view of the virtual world, we need to consider the 
population groups within this virtual world. Although there is no collective statistics available 
on internet usage amongst adolescents in South Africa, the latest report on internet access 
revealed that fifteen million South African adults make use of social media platforms (World 
Wide Works, 2017). The researcher therefore argues that “peers” in the virtual world do not 
conform to the broad definition of “same background”, “age”, “legal status” or “social status.” 
Due to physical size and anonymity, the meaning of “peers” in every sense of the word appears 
to be stretched from early adolescents through to adulthood. It can safely be assumed that the 
number of adults that make use of social media platforms are higher than those of adolescents 
(Qwerty Digital, 2017).  
Thus, the researcher wants to challenge the views of Balakrishnan (2018) that cyberbullying 
amongst the youth needs to be stopped and controlled and their behaviour may be transferred 
into the workplace. The researcher wants fellow scholars to consider the most recent video in 
June 2018, of the two school girls in Kwa-Zulu Natal which spread like wild fire on social media. 
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Although the video was recorded by a bystander on the school grounds, this video was upload 
onto social media and then “liked” (yes, liked, which clearly points the autonomous behaviour), 
“shared” and in instances commented on, by adolescents and adults alike. This highlights just 
how cognitively unaware individuals are about their actions, how this subjective norm may or 
may not influence their “peers” in the virtual world. Secondly; that this inculcated behaviour 
leaves no room for the stimulus (in this case the video) to be filtered through the amygdala for 
reasonable judgement and problem-solving filtering to take place (Sternberg & Sternberg, 2012), 
and thus no consideration is given tor how pressing “like” or “share” and even commenting, may 
or may not affect the girls in the video, who has now also become victims of cyberbullying. Thus, 
does cyberbullying start with the chicken or the egg?  
Although there is not an extensive amount of research available on the relationship between 
cyberbullying and emotional intelligence, it appears that the findings thus far have been rather 
inconsistent. Some scholars have argued that the reason for inconsistent findings is due to the 
sensitive nature of cyberbullying as a phenomenon (Blake & Louw, 2010; Hinduja & Patchin, 
2015; Purdy & York, 2016). Others have argued that perhaps the inconsistencies are due to the 
fundamental differences in relation to online and offline communication behaviours (Allison & 
Bussey, 2016; Cross et al., 2015). However, although limited, research findings have also been 
able to establish that there is some form of relationship between online and offline bullying 
behaviours (Burton & Leoschut, 2013; Farley et al., 2015; Lazuras et al., 2017). Interestingly 
some scholars who have investigated the perceived effects on victims of cyberbullying have 
found that victims reportedly are not being affected by this phenomenon at all (Camacho et al., 
2018; Ortega et al., 2009), yet others have argued that the effects of cyberbullying is more severe 
as victims of cyberbullying have been found to show higher levels of depressive symptoms (Ha, 
2017). It has also been suggested that cyberbullying is merely an extension of traditional forms 
of bullying (Beltrán-Catalán et al., 2018; Ha, 2017; Olweus & Limber, 2018). The researcher is 
of the view that the inconsistencies reflected thus far in literature may be due to the fact that there 
is no single encompassing theoretical framework to use to assist in better understanding the 
deeper-rooted emotional and behavioural challenges of this phenomenon.  
The researcher is of the view that various aspects of the Theory of Planned Behaviour, the Barlett 
& Gentile Cyberbullying model, and the Theory of Symbolic violence are helpful to inform and 
understand cyberbullying as a phenomenon. The current challenge however for scholars is that 
there is not one encompassing theoretical framework to use to assist in better understanding the 
deeper-rooted challenges of this phenomenon. 
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4.8 A possible framework for understanding inculcated autonomous micro-aggressive 
cyberbullying behaviour.  
Based on this research study, the review of the literature and the theoretical frameworks used to 
inform this study, the researcher wants to propose a possible framework to assist in 
understanding this phenomenon that can hopefully be built and expanded on in the future. This 
framework has been built based on various aspects from the Theory of Planned Behaviour, The 
Barlett and Gentile Cyberbullying Model, and the Theory of Symbolic Violence as well as 
certain aspects of Emotional Intelligence. Figure 6 illustrates how the various aspects from the 
theories used in this study come together as one framework.  
 
Figure 6: A Framework for Autonomous Inculcated Micro-aggressive Cyberbullying Behaviour 
(AIMaCB) 
Figure 6 illustrates the middle point which is the genre in which this phenomenon takes place. 
In this instance we will just refer to it as the “virtual world”. In this “virtual world” we have 
victims, perpetrators and bystanders alike. The findings from this study have highlighted that 
perpetrators also at times appear to be victims of cyberbullying, and that bystanders also appears 
to be perpetrators. It also seems that some bystanders have also been a victim or became a victim 
of cyberbullying. Therefore, it may be, that throughout life and the number of interactions you 
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have within this virtual world, you will find yourself identifying with each of these “roles” 
interchangeably over time.  
This is of course is due to the fact that in early life one is exposed through observing to this 
inculcated behaviour of the accepted “norm” or as postulated by the Theory of Planned 
Behaviour, the subjective norm. Due to the continuous exposure of this inculcated behaviour, 
emotional misrecognition takes place. As explained by Goleman (1995) the stimulus bypasses 
the neocortex and thus the amygdala then processes the stimulus based on historical inculcated 
responses, which as postulated in the Theory of Planned Behaviour by Ajzen (1991), is 
performed without complete control. This happens because the neocortex was bypassed and thus 
the behaviour is executed without problem solving or reasonable judgement. Due to the 
inculcation from an early age, individuals fail to recognise violence in its various forms and that 
cyberbullying is indeed a form of symbolic violence and thus automatically fail to be emotionally 
intelligent in the “virtual world” as we do not recognise that the behaviour exercised is indeed a 
form of violence as the behaviour have been inculcated and have become autonomous.  
Hence, it may appear that learners who have experienced cyberbullying in either the role of the 
victim, bystander or perpetrator, or a combination of these roles, have an effective level of 
emotional intelligence functioning. However, this is due to the fact that as adolescents and even 
adults, cyberbullying is perceived as an accepted “norm”. It is only once we become aware of 
the automatic behavioural responses and emotional misrecognitions that one can be emotionally 
intelligent regarding the various forms of violence including cyberbullying as a form of symbolic 
violence. When this happens the outer layer of the illustration shows that the individuals can exit 
their interchangeable roles as they are now cognitively conscious of their historically 
misrecognised and inculcated behaviours.   
4.9 Summary of the findings 
It appears that violent and aggressive behaviour on ICT platforms, may be a larger challenge 
than merely being part of “growing up”. Perhaps due to the inculcation of violence either through 
observation or perhaps in some instances self-experienced, forms of violence in itself are 
misrecognised and therefore, due to our frame of reference, the manner in which we view violent 
or aggressive behaviour which is unconsciously derived from our frame of reference and our 
emotional functioning in terms of the self-EQ & Social-EQ may not reflect our true emotions 
and behavioural responses accurately. This may be due to our inability within the South African 
context, to be cognitively conscious when processing information about this specific 
phenomenon acting as the stimuli. Therefore, the researcher is of the view that unless the direct 
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stimuli are severe (for example: physical assault or death), but rather the stimuli are symbolic 
and autonomous in nature, one is unable to recognise the internalising and externalising 
emotional and behavioural actions.  
Considering the above, Bourdieu (2000) postulated that any form of power is symbolic violence. 
Due to the anonymity and the fact that physical size appears to be irrelevant on ICT platforms, 
individuals can easily act and demonstrate behaviour which is reflecting and reproducing our 
societal structures in this virtual world. This then clearly stems from habitus which represents 
our history, which is based on our culture, shaping our frame of reference which has been 
dispositionally inculcated from early childhood through and into adulthood (Bourdieu, 2005). 
4.10 Limitations of the present study 
One of the major limitations for this study is that the Emotional Intelligence measure used is still 
in the early developmental phases, and to protect the intellectual property of the measure, the 
researcher was not able to disclose the full measure in this research study.  
A further limitation which is significantly important to highlight is that this study was conducted 
within one urban private school in the Gauteng area. Thus, the results of this study should be 
interpreted with caution as the findings of this study may not be a holistic view of the larger 
school demographics.  
4.11 Strengths and contributions  
One of the strengths of this study is that the observations and findings from this study appear to 
be the first in its nature. The researcher was unable to find literature encompassing the theories 
used in this study to underpin the cyberbullying phenomena in relation to emotional intelligence.  
The researcher assisted the developers of the emotional intelligence measure to both test the 
measure on a small adolescent population in order to determine if the measure may be viable to 
use for youth. Secondly, the measure appeared to hold up given the results of the reliability 
analysis.  
Further to this, the researcher believes that the descriptive quantitative design was useful as it 
led to the rich observations encompassing the various facades of The Theory of Planned 
Behaviour, The Barlett & Gentile Cyberbullying Model and The Theory of Symbolic Violence 
in relation to Emotional Intelligence functioning. These findings were then used to propose a 
possible framework (AIMaCB) to better understand cyberbullying as a phenomenon.  
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4.12 Recommendations for further research 
The researcher proposes that scholars reconsider the notion that cyberbullying is merely an 
extension of bullying as “peers” in the virtual world may not conform to the broad definition of 
“same background”, “age”, “legal status” or “social status”. Considering the question posed in 
this research study; does cyberbullying start with the chicken or the egg? Perhaps future research 
could repeat this study with primary school learners through to adulthood to determine 
differences in different developmental groups which may further assist to better understand 
cyberbullying as a phenomenon.  
The findings from this study also highlight some of the complexities of this phenomenon and it 
is therefore imperative to continue research in this field across racially diverse populations, (and 
as mentioned, across developmental groups) and across bio-ecological contexts, which may 
include but is not limited to, public, urban & rural schools, private and public sectors in both 
higher education and employment sectors with larger sample sizes.  
The researcher is further of the view that the findings from this study identifies that there is a 
need to develop a measure to be used both quantitatively and qualitatively with consideration of 
the “peers” within the virtual world to better understand cyberbullying. The researcher hopes to 
personally continue with research in the field and expand on the proposed framework (AIMaCB) 
which may hopefully lead to the development of an all-encompassing measure.  
4.13 Conclusion  
The aim of the research study was to describe emotional intelligence levels of adolescents who 
experience cyberbullying in an urban school. The findings suggest that there are no significant 
differences in the emotional intelligence of a victim, bystander or perpetrator of cyberbullying. 
Further to this, the researcher believes that the findings from this study, although descriptive in 
nature, have highlighted facets of this phenomena in a different light. Through this, the researcher 
was able to suggest a possible cyberbullying framework that may be useful in future research to 
better understand cyberbullying as a phenomenon not only occurring amongst adolescence but 
across various developmental groups within the virtual world.  
In light of the findings from this study, the researcher wants to thus conclude this research study 
with one last thought. Perhaps the challenge of cyberbullying as a phenomenon is greater than 
what initially meets the eye. The longer we as society continue to view cyberbullying merely as 
“part of growing up” the larger this challenge may become among “peers” in the virtual world.  
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